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ABSTRACT
An Assessment of Faculty Understanding and
.Attitude Toward General Education
at Utah State University
by
Scott H. Gittins, Master of Science
Utah State University, 1980
Major Professor: Dr. Yun Kim
Department: Sociology
The data used for the following thesis were collected from taperecord ed interviews of a sample of U. S.U . faculty, and from a course
evaluation list which each of these participating faculty members were
asked to fill out.

Thirty-six faculty members were selected for the

in-depth interviews, which was slightly more than five percent of the
faculty.

The study was done in conjunction with the Provost's General

Education Evaluation Committee, as part of a larger evaluation of general education at U. S. U.

Thirty-four of the U.S.U. professors were in-

terviewed and 28 of these completed the course evaluation lists.
This thesis evaluates faculty conceptualizations of general education at three levels: the philosophic, the objective-oriented and the
curricular.

It also examines faculty interest in and satisfaction with

the current U"S.U. program.
It was found that at the philosophic level of definition, there was
almost complete consensus.

Faculty members thought that general educa-

X

tion should be a broadening experience, giving the student a general,
well-rounded view of the world.
At the object i ve-oriented level, the respondents displayed considerable agreement as to the academic skills and areas in which students should show proficiency.

The agreement was more complete, how-

ever, when the instructors were first presented with lists of these
skills and areas, rather than asking them to identify them themselves.
This seemed to indicate that the faculty members had not give n a great
deal of thought to general education objectives.
At the curricular level, two different general education philosophies were shown to exi st. Broad fundamentalists felt that general education should be a basic sampling of all of the major areas of knowledge, while diverse specialization advocates reasoned that general education should involve proficiency in var ious specialized areas outside
of the major.

Thus, while broad fundamentalists recognized oply lower-

level courses with basic-sounding titles as fit for general education,
diverse specialization advocates felt that almost any course had merit
for general education, as l ong as it was outs ide of a student's major
A residual group of respondents, labeled as independents, showed

area.

less tendency toward either mode of thought than those in the other two
groups.
Faculty response overall displayed a preference for ·lower level
·classes for general education

curriculu~.

As cl ass level went up the

ratings given the courses went down.
It was found that the faculty as a whole was not greatly interested
in or even acquainted with general education at Utah State Uni versity.

xi

Faculty members become acquainted with the program mainly because of
their advisory responsibilities.

Faculty satisfaction with the program

seemed noncommital, the disinterest in the program led

many

to be

only mi ldly satisfied or mi l dl y di ssatisfied, or to have no opinion.
(185 pages)

Chapter I
INTRODUCTION
This study attempts to make an assessment of general understanding
of and attitudes toward general education among faculty members at Utah
State University.

The study is based on i ntensive interviews with

se lected faculty members during the academic year 1978-1979 . In less
developed societies, socialization to one ' s lifestyle and life's work
is taken care of within the primary group.

The ascriptive nature of

what one "is going to be" is self-prescriptive as to the training
required to fulfill these roles.
This is not so with the technologically oriented culture of the
United States.

Here exists a very complex system of formal education

to prepare one to meet his or her roles in the society.

College or

university training is regarded as a very desirable prer.e quisite to
most social responsibilities and is an absolute requirement for an
ever-growing number of occupations.

Certainly, yo ung persons seeking

to enter the American society as adults consider the university a major
avenue to their aspirations .
The "go forth and conquer" theme of most graduation ceremonies
reminds us that the manifest function of the university is to be a
socialization agent, rounding out and broadening the perspectives and
abilities of the graduation candidates.

Educators now, however, are ·

suggesting that the university is abandoning the more basic role of
preparing citizens in favor of preparing workers in very specialized

2

specialized and specific job skills.

Thus, the traditional general

learning associated with the university is thought to be in the process of being replaced by a narrower vocational training.
At this time of the "taxpayer's revolt ,'' citizens are scrutinizing
government spending, searching for ways of economizing. The federally
subsidized university system in the U.S. seems a likely candidate for
the taxpayer's wrath if it can't be shown to be providing "value for
the money."
fulfilling

Since much of the time spent at the university is spent
g~neral

education requirements, which may not be as directly

applicable to "production'' as major requirements, the purpose of these
programs is likely to be questioned and the merits of the programs
challenged.
Current in the literature is the suggestion that education in the
liberal tradition has ceased to be a manifest function of the university system; this because of a preoccupation of the colleges and
departments with the various fields of specia .lty. As general education
programs have been neglected, their reasons for existenc e have become
remote and inexplicitly defined.

The Carnegie Council on Policy Studies

in Undergraduate Curriculum observes
.. . by reducing and loosening the requirements in general
education faculty members are not only seeming to say
that general education is not as important as it once was,
but also that they are no longer sure what an educated per~
son is (Carnegi e Council on Policy Stud ies, 1976) .
Charles Frankel states that general education requirements "are hurdles
to be jumped, dues to be paid, fraternity haz i ngs to be endured"
(Frankel, 1976:32).
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The most comprehensive study available on the current state of
general education at American universities is Missions of the College
Curr ic ulu m: A Contemporary Review With Suggestions,

done by The

Carnegie Foundation for the Advancement of Teaching.

(Because of the

frequent references to this study and the length of the title and
author , it will hereafter be referred to simpl y as Mi ssions.)
report ,

This

which took two and a half years to prepare, was based on

national surveys of students and facu lty views and experiences, studi es
of hundreds of college and university catalogu es, and visits by the
Carnegie staff to campuses.

The Carnegie Foundation, on the basis of

this study, concluded "general education is now a disaster area'' and:
If colleges cannot defi ne what they intend to accomplish
i n general education, cannot specifically describe how
it will benefit the students who engage in it, and cannot deliver an effective general education component,
they should seriously consider eliminating it entirely.
They should not, however, use their incapacity to provide
a well-defined and coherent general education program as an
excuse to require students to fill out their graduation
requirements with additional electives. Instead, they should
question the necessity of requiring students to spend time
in college that meeting ineffectiYe general education
requirements now frequently demands (Missions., 1978:185 ).
At Utah State University the general education program has been
chang ed several times recently.

The current list of co urses which ful-

fill general education requirements with a group filler format includes
hundreds of courses and is continual l y expanding.

The ability of such

an "expansive'' program to provide a well-integrated and synthesized
education has been questioned.

If the development of the program at

U.S.U . is similar to those of other inst itut ion s as outlined by the
Carnegie Foundation, then it is

lacking in definitional and conceptual

4

framev1ork .

The possibility exists that Utah State, like other univer-

sities, has such a broad and vague general education program that "it
is so poorly defined and so diluted with options that it has no recognizable substance of its own" (Missions, 1978).
Any study which can assess the factors affecting the evolution
of the general education program can contribute directly to an improved
curriculum at U.S.U.

In an inductive way, it can also contribute to

the general body of knowledge about undergraduate programs at American
universities.

More specifically, a study aimed at identifying the

definitional and conceptual guidance of a uni versity general education
program may contribute to the improvement of that program.
Statement of the Problem
Genera l education as observed in the Carnegie report has in many
cases evolved into a loose col lection of requ irements, often with no
real stated goal s or direction other than to assure that students are
ge ne ral l y educated. This type of tautological conceptual izati on has
found its way into the general education program at U.S.U ., where the
university catalog (1977- 1978) describes the purpose of the university
in the following way:
The purpose of the University is to help students learn
information, skills, and attitudes that prepare them for
their vocations and for the broader aspects of their
lives. Majoring in a specific discipline helps students
in their job preparation; General Education helps them in
their broader life goals. Other purposes of General Educat ion are to help students learn how to discover new
i nformati on on their own, and to foster understanding of
their major cultura l traditions (Utah State University
Catalog, 1977-1978:21 ) .
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The catalog makes no effort to define or explain the "broader life
goa 1s" which the genera 1 education program is reputed to he 1p the student attain; nor does it give a description of how the program can
"help students learn to discover new information on their own and to
foster understanding of their major cultural traditions."

Instead what

succeeds these rather broadly stated objectives is an explanation of
the "group filler" requirements.
The implicit idea of the group filler approach is that the faculty
advisor will direct the student through the student's academic career,
carefully observ ing the strengths and deficiencies of the individual
and providing guidelines for the student to follow to assure that he
or she does in fact become a general l y educated person.
But the validity of the charge to the individual faculty member to
provide th i s cou nseling requi res of them certain qualities and interests. ·
Does the faculty as a body have a consistent notion of what general
education should be?

Do faculty members as individuals have general

or specific definitions and conceptualizations of general education?
Are the faculty members well enough acquainted with and interested in
general education to provide valid direction to the students?

Are they

influenced by these definitions in their capacity as an advisor?

Are

these definitions compatible at the phi loso phical objectives and curricular levels?

Are the classes which the faculty members deem accept-

able for fulfil l ing the general education requirements actually related
to "broader 1ife goals" and "1 earn[ing] how to discover new information
on their own"?

Do these genera 1 education courses in fact "foster un-

derstanding of their major cultural traditions"?
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None of these questions can be answered unless the attitudes of the
faculty are understood.

Their attitudes toward what general education

consist of must be at least partially understood before the effectiveness of the current program can be evaluated with any measureofsuccess.
Purpose of the Study
The Provost's General Education Evaluation Committee, whose initial charge it was to evaluate U.S.U. 's general education program, recognized the need for answering questions similar to those just listed . The
committee, after deliberation, planned a three-phase approach to the
evaluation.
First, it was felt that the U.S.U. faculty should be interviewed .
This interview, it was concluded, should determine how the faculty
conceptualized general education, how well they are acquainted with and
how interested they are in the current program, which knowledge areas
and performance skills they felt were necessary,, and which courses were
deemed appropriate for the U.S.U. program.
The second phase of the proposed study is to be an evaluation of
student transcripts, preferably covering the last five years.

The

purpose of this transcript search is to determine course distribution
by the students.

Are students taking courses in all of the major areas

of knowl -edge, or are they clinging near their respective majors?

The

transcript analysis has been planned to answer this question.
Finally, it was agreed that students having undergone the U.S.U.
general education program should be tested to determine if they have
the requisite sk i lls and knowledge attributed to generally educated

persons.

It was suggested that a representative sample of Utah State

seniors be chosen for this testing.

This would provide the final

judgement of the study regarding the effectiveness of the current program.
The first question the General Education Evaluation
to ask was, "effective in terms of what?"
definition of general education.

~ommittee

had

There is no one accepted

Each institution, in adminsitering

its program, must either overtly define for itself what general education is, or make some sort of implication via its curriculum.

The

implications the Carnegie Report on Undergraduate Education identifies
is that general education for most American universities has become
"exasperatingly beyond the reach of general consensus and understanding"
{Missions, 1978:164).
The purpose of this study is to make an assessment of the faculty's
view of genera l education .

Therefore, this study is a part of a l .w ger

study being conducted by the Provost's General Education Evaluation
Committee in developing criteria for evaluating the general education
program at Utah State University.

The question of the faculty's con-

ception of general educatio~, or as stated earlier, what shall the
effectiveness of the program they administer be measured aga i nst, is
the concern here .

The following questions, then, were posed as the

basis of the survey and this subsequent report:
1.

Do faculty members as individuals possess definitions
of general education and if so, at what level of conceptualization do these definitions exist?
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2.

In this thesis, three levels of conceptualization of
general education are described.

Are there any co n-

sistencies between these three, the philosophic, objectiveoriented and curricular, among U.S.U. faculty members?
3.

What are the characteristics the faculty feels represent
the educated person?

What academic abilities and subject

areas should the educated person show proficiency in?
4.

How much interest do faculty members have in the U.S.U.
gene ra l education program?

Are faculty members, partic-

ularly adv i sors, aware of and interested in the program?
5.

Are the attitudes of the U.S.U. faculty consistent wi t h
national trends?

6.

Wh i ch courses do the faculty accept as suitable for
general education?
The Research Design

The survey was conducted during t he summer of 1978 and invo lved
tape- recorded, in-depth interviews with a sampleof36full-timefaculty
members with the rank of instructor of higher . The faculty members were
also asked to complete a cla ss -evaluati on document in which they rated
each and every course currently listed as a general education filler.
The oral in terv iews were traryscribed from the tape recordings so that
a perma nent written document was avai l able.
were analyzed by hand.
for computer processing.

The oral interview data

The course evaluation document were key punched
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Interviewees were selected as a random sample, taken from the
1976-1978 University Catalog.
faculty members.

The samplP. included full-time, on-campus

Because the catalog was published in 1976, all res-

pondents had been affiliated with U.S.U . for at least two years.
Limitations and Delimitations
The literature review chapter of this thesis draws much of its
imformation from one particular source, the extensive Missions

of

the College Curriculum: A Contemporary Review With Suggestions, published by the Carnegie Foundation for the Improvement of Teaching in
1978.

This report is thoroughly utilized because it is the best source

of information on many relevant points and tile only source on a few.
Whenever possible, its implications are collaborated with other sources.
Although there are few other sources of quantitative data on general
education on the national level available, interest has increased and
more studies are surfacing.

Attempts were made to find these and use

them to verify or call into question the Carnegie findings.
While an attempt was made in this study to make a distinction
between general and liberal education, many authors do not.

Therefore,

some of the articles used as reference may use the terms interchangeably, with some resulting confusion.

Nevertheless in this study these

articles were cited in their proper context regarding these two terms,
even though some judgement by the author was necessary.
There is no real, orderly division of
so forth among general education writers .

factions,

theorists and

Order is not inherent; hence

it was necessary to impose in some instances.

General education has not
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been built precept upon precept, but rather it is a loose collection
of ideas, sometimes only vaguely related.

The lack of precision in

gen eral educational matters has limited the ability to report and
relate them in a totally ordered or exhaust ive fashion.
The in-depth nature of the interviews meant that a smaller number
of faculty members had to be used in the sample.

While evaluation by

college or even by department could have provided valuable information,
this analysis was sacrificed for the more intensive data provided by
spend ing time and mo ney on a smaller number of respondents.
Finally, one valuable delimitation is wo rthy or mention.

The

Provost's General Educat i on Evaluation Committee provided all assistance and advice possible in the production of this thesis .

Their kind-

ness in gra nting observer status on their committee provided insights
not otherwise possible.

Provost Hanse n's funding for the study enabled

the use of equipment and techniques, not to men t ion the use of other
graduate assistants for interviews, not typical l y available for thesis
studies.
Defin it ion of Terms
This thesis is concerned with three basic types of general education defi nitions: the phil osophic, the objective-oriented, and the curricular.
Philosophic definitions are broad speculative notions of what it
entails to be generally educated .

These definitions don ' t address ques-

tions of technique or specific goals, let alone curriculum. They attempt
to define the philosophic essence of education.
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Objective-oriented definitions are lists of the abilities deemed
essential in the educated person. They enumerate the areas of proficiency
either by performance ability or by subject area which the educated
person should maintain.

Authors utilizing this type of definition

are attempting to dissect into categories the characteristics of education.
Curricular definitions describe the courses or types of co urses
desirable for effective general education program.

These definit ions

attempt to prescribe the general education program specifically and in
its entirety.
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Chapter II
LITERATURE REVIEW
In medieval times there were no questions as to the nature of
a liberal education . The vocations were not yet considered worthy of
university study.

In their simplicity, the trivium and quadrivium

constituted the liberal arts.

The elementary division of the liberal

arts, the trivium, consisted of grammar, rhetoric, and logic. It was
required of all who would obtain bachelor's status (Webster's Third
New International Diction9ry , 1971 :2450).
The higher division, the quadrivium, consisted of arithmetic,
music, geometry, and astronomy, and formed the course for the three
years of study between the B.A. and M.A. degrees (Webster's Third New
International Dictionary, 1971 :1857).

The curriculum was clearly pre-

designated.
General education at American universities today is scarcely
related to the well-defined if dogmatic medieval system. Intellectual
and technological developments have implied that the knowledge necessary for a total education can no longer be covered by the tradit i onal
seven areas .

Vocational teaching advocates have insisted that general

education must include training for an occupation.

The Carnegie Founda-

tion states that there are still colleges which devote their entire
curricula to 1iberal studies.

"But in its comprehensive totality, the

knowledge suited for a liberal education is now beyond the grasp of
even these institutions" (Missions, 1978:164).
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Even the relationship between liberal education and general education is not subject to consistent agreement.

Hans Flexner explained

that general education is a derivative of liberal education,
.. . although the former was initially advanced as a means
of reforming the latter. It has even become difficult
to determine whether a particular charge is leveled
against general or liberal education, since the two
are sometimes used interchangeably {Flexner, 1972:47).
Virginia Lee Scigliano and John A. Scigliano explain the evolution
from liberal education to genera1 education in this way: "The relationship of general education to liberal education seems one of degree
rather than of kind" (Scigliano and Scigliano, 1977:24).
While the distinction between the liberal arts and general educatio~

has become blurred, the major di stinction remains, as Flexner and

Scigliano and Scigliano have noted, that liberal education is contentcentered, wherea s general education i s mo re developmentally or instrumentally oriented.

Nonetheless, many authors ignore the historical and

theoretical differences between the two.

Thus, the terms are often

us ed interchangeably, and care must be taken to interpret either term
in the context in which it is used.
The subject areas related to the liberal arts are also less definite than in past times.

Charles Frankel, Professor of Philosophy and

Public Affairs at Columbia University, outlines how subjects may rise
and f all in the liberal arts:
They are, in the present state of the learned disciplines,
the more seminal subject s--the subjects that seem to
generate the ideas that shake up the other · discip]ines.
Physics and mathematics have performed this function for
a long part of the modern era. And history, philosophy,
and literature--rather like the old trivium of grammar,
logic and rhetoric--still function as crossroads subjects,

14
capable of being used for the organization and illumination of
ideas in a vast variety of fields. By convent ion, we call
these more central, seminal subjects the 'liberal arts . ' And
it is a sensible convention, so long as we recognize that
it is a convention. The semina l subjects are capable of
being converted into pedantries. And the teaching of
business management, engineering, or animal husbandry is
not exempt from the requirement to seek liberality ( Frankel,
1976: 32) .
In summary, general education evolved out of 1iberal education
and tends to be more developmentally oriented, but the two terms are
often used interchangeably and neither has any hard-and-fast curricul um
implications.

The unsure nature of both ha s contributed to weakness in

contemporary general education programs, weaknesses this paper will
outline.
The Weakening of General Education
The

diffi~ulties

encountered in form ulating a suitable general

education program today is succinctly described in the Carnegie Foundation report:
No curricular concept is as central to the endeavors of
the American college as general education, and none is so
exasperat ingly beyond the reach of general consensus and
understanding. At the heart of the current confusion is
the disappearance from higher education of a uniform liberal education for all college students (r1issions, 1978:164).
A report by the Carnegie Council of Policy Studies in Higher Education
notes that between 1967 and 1975 "the major trend in undergraduate
educa t ion was the removal of, or reduction in, curriculum requirements"
(Blackburn et al., 1976b).
Loosened requirements, as attested by the Carnegie study, have had
a pronounced effect on American general ed ucation programs. The ge neral
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trend among American universities has tended to be a move from core
distribution programs created for general education purposes to what
Arthur Levine and John Weingart refer to as "smorgasbord distribution
programs" (Levine and Weingart, 1973:25).

These programs specify no

particular subjects but only general areas of study.

The Carnegie

Foundation describes this situation:
At some colleges, every course acceptable for meeting
distribution requirements is specified, and students
are given little opportunity to make substitutions. Increasingly, however, colleges are becoming flexible in
this regard. Students at many colleges now meet distribution requirements by enrolling in courses selected
from literally scores of offerings in the various subject
fields . Within the totality of undergraduate education,
such generosity of choice is not necessarily unhealthy.
In fact, it increases the ability of colleges to satisfy
specific needs of a heterogeneous student body. But there
is little or no coherence in such distribution, and with
too much free election general education becomes fragmental
and superficial (~1issions, 1978 :169 -170).
The Missions report further suggests that "the difficulty with [this]
policy is that it effectively excuses the faculty from responsibility
for developing an acceptable introductory course" (Missions, 1978:169170).
Harvard University's faculty had earlier . passed an option permitting students to choose from any regular undergraduate courses to fulfill the requirements in a given subject, but early in 1978 they reinstated a stricter core-type set of r·equirements.

Dea n

~nry

Rosovsky

of the faculty of Arts and Sciences wrote: "There was wide agreement
that the proliferation of courses had eroded the purpose of the existing general education programs" (Rosovsky, 1978a).
While faculty and student enthusiasm for a totally elective program has declined since 1969, the trend among co l leges has been to
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increase the opportunities for free election (Mis sio ns, 1978:202). The
Carnegie Council on Policy Studies reports:
The trend among colleges has been to increase the opportunties
for free election. The proportion of the undergraduate
education devoted to the major has remained almost constant,
the proportion devoted to general education has decreased,
and the average range of proportions of the curriculum colleges
devote to electives increased from a range of 17 to 31 percent
in 1967 to 25 to 41 percent in 1973-74 (Blackburn et al., l976b).
The Carnegie report draws the conclusion that
.. . there may be a substantial part of the time colleges
define as necessary for the completion of undergraduate
education that no one knows specifically what to do
with (Missions, 1978:203).
~l issions

summarized the effect of too many electives in general

education in the following way:
It may well be that a little bit of distribution, well
planned and presented, is a good and useful thing but
that a lot of it left to chance and whim i s useless or
worse . Abraham Flexner (1930) expressed a justifiable
concern when he said 'atomi stic training--the provision
of endless special courses, instead of a small number of
opportunities that are at once broad and deep--is hostile
to the development of the intellectu al grasp' (Missio ns, 1978:
172).
The re port then suggests an alternative to runaway electives: "In
the general education component of the undergraduate curriculum, definition and coherence should take priority over diversity" (Missions,
1978:172).
Evidence available seems to i ndicate that these loesened requirements have led to a reduced distribution of classes over the various
subject fields by individual students.

Magarrell, again drawing from

the Carnegie Council report, Changing Practice in Undergraduate Educat ion, has written that students, in their choic e of elec t ives , te nded
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to choose more courses in the same general area aS their field of
specializatio~,

although outside the department of their major.

He

also outlined a particularly strong aversion of students to the natural
sciences {Magarrell, 1976:5).
Much of the impetus to reduce general education requirements and
increase free electives comes from the assumption prevalent in the late
1960s and early 1970s that students were coming out of high schools
with better academic skills and a more diverse range of knowledge than
ever before.

Columbia Provost Jacques Barzun, in a speech given in

1963, revealed the logic behind the rampant loosening of general edu cation requirements :
The good high school now gives the historical surveys , the
introductions to social science, the great books, that
formed the substance of general education. What is more,
the Advanced Placement System has managed to fill in the
old vacuum of the eleventh and twelfth grades with real
work, so that more and more freshmen--even without Ad vanced
placement--find the first year of college feeble and repetitious. They've had the calculus, they've had a grown-up
course in American history, they've read Homer and Tolstoy.
College holds for them no further revelations; it no longer
marks the passage from pupil to student, from make-believe
exercises to real thought (Barzun, 1964).
The assumption that the high school education has vastly improved
was a sincere, but premature, conclusion.

In fact, data gathered in

recent years suggests that ski ll s among high school graduates have
declined.

The Carnegie Foundations Missions report also discussed

this information.

The report parsimoniously but ratherbroadlyreported

various studies involving this decline as follows :
Placement tests at Oh io State University in 1973 showed
that 26 percent of the freshmen at that university had not
mastered what was regarded as high school mathematics and
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30 percent did not have acceptable college-level writing
skills (~laeroff, 1976 :1). At Columbia University, an
instructor reported that her students 'can't write and
won't read.' At Harvard, a senior staff member in the
English program told our interviewer that students 'show
less facility in reading and do not know grammar.' Tests
at Sterling Call ege reveal that half of the entering students there have difficulty with texts written at the
freshman level. And in the General Call ege at the University of Minnesota, a terminal, two-year liberal arts
program with open admission, only 10 percent of the students are capable of studying college algebra or trigonometry at the time of entrance (Levine, 1976).
The best-documented area of deficiency is that of English
composition. In an investigative report on the decline of
test scores and skills for the Los Angeles Times, Jack McCurdy
and Don Speich reported that 40 to 65 percent of the incoming
freshmen at the University of California were required to
take remedial English classes in 1975; within the California
State University and Colleges, 'as many as 60 percent of the
students currently enrolled are estimated by system officials
to be deficient in writing skills' (McCurdy and Speich, 1976).
Results of the Scholastic Aptitude Test (SAT) and American
College Testing Program (ACT) show an overall drop in average
scores between 1966 -67 and 1975-76, with a significant slowing
nationwide of the rate of decline betwe~n 1974-75 and 1975-76,
The average SAT verbal and mathematics scores dropped 34 and
20 points respectively over the entire period, but because
the forms of the tests have changed over the years, the actual
drop may be much greater (McCurdy and Speich, 1976). The
decreases are encountered in all geographical areas of the
country, in all student ability groups, and in all family
income groups. In its own report on the phenomenon, the Hudson
Institute said, 'Declining academic achievement is not confined
to the poor, the immigrants, the Negroes, or school districts
where these children are found. It is a nationwide event'
(Armbruster, 1977).
Several frequently advanced explanations for the test-score
decline--including bad diets, birth control pills, and the
drop in high school enrollments in Latin--were put to rest
fairly early by Harold Howe II, vice president of the Ford
Foundation. A comprehensive study of the matter was made by
the Advisory Panel on the Scholastic Aptitude Test Score
Decline, created by the College Entrance Examination Board and
headed by William Wirtz. This panel identified two categories
of causes for the test score decline. The first reflects changes
in the composition of persons taking the tests. The second
reflects a variety of influences involving changes 'in the
practices of the schools and in the American social fabric'
(Advisory Panel on Scholastic Aptitude Test Score Decline, 1977) .
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The panel found that between two-thirds and three-fourths
of the score decline between 1963 and 1970 were related to
changes in the composition of the group taking the examinations. Larger percentages of students with relatively
lower high school grade averages ~ began to go to college (and
take the tests) during this period. There were also increases
in the proportionate numbers in the test-taking group who
had traditionally scored low on the test. These included
students from lower socio-economic families, members of
minority ethnic groups, and (on the mathematical but not the
verbal tests), women. There were decreases during the period
in the number of students planning to attend highl y selective
colleges, and in the number of students who repeated the tests
to improve their scores. The panel considers the 'compositional'
factors less as evidence of lack of inherent ability of certain
groups within our society than of the fact that our national
efforts to extend educational opportunity to lar ger proportions
of our population is still unfinished business.
Among the second group of factors identified by the
panel are the following:
A dispersal of learning activities and emphasis
in the schoo l s and a reduction in the number of courses
that all students alike are required to take--particularly
in English and the verbal skills area;
Diminished seriousness of purpose and attention to
mastery of skills and knowledge in the learning process
in the schools, at home, and in society genera ll y; among
the specific symptoms are automati c grade- to-grade
promotions , grade inflation, tolerance of absenteeism,
lower ing of the demand levels of text books and other
teaching and learning materials, the reduction of
homework, lowering of college entrance standards, and
the inclusion of . compensatory or 'remedial' courses in
colleges;
Increases in the amount of children's learning that
develops through viewing and listening rather than
through traditional modes;
Decline in the role of the family in the educational
process;
Disruption of the life of the country generally during
the time when the students tested in 1972 through 1973
were getting ready for college entrance examinations;
Diminuation of young people's learning motivation.
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But the panel concludes: 'There is no one cause of the
SAT score decline, at least so far as we can discern, and we
suspect no sin~e pattern of causes. Learning is too much
a part of Life to have expected anything else . ' (Advisory Panel
on Scholastic Aptitude Test Score Decline, 1977, in Missions,
1978).
While several reasons have been offered for this decline, the
central concern of the university is that high school students don't
have the skills general education was originally designed to provide.
Thus,

this responsibility remains a legitimate concern of American

colleges.
Both the loosened requirements and the lessened skills are incorrectable until each university can decide for itself what its curricular
requirements were intended to produce, and what skills are deemed
worthy of its educated people .
that institution?

In short, what is general education to

The loss of definition is a third and perhaps deeper

aspect of the weakening of general education .

The Carnegie Council

on Policy Stud i es has said,
... by reducing and loosening the requirements in general
education, faculty members are not only seeming to say
that general education is not as important as it once
was, but also that they are no longer sure what an educated person is .. . (Blackburn et al., 1976b).
Steven K. Baily has stated, "'What is an educated person?' is becoming
a respectable question once again" (Baily, 1977a).

In the article,

"General Education, a College Dropout," it is concluded
If educators strive for consensus about a definition and
then seek reasonable objectives for general education,
they wi 11 have begun the foundation ( Sd gli a no and Scigli a no, 1977) .
The five steps the authors of the article recommend are [1] re-examine
existing definitions for general education, [2] analyze these definitions within the context of liberal and specialized education, [3]
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generate consensus about reasonable definitions and objectives for
general education, [4] develop program strategies and tactics consistent with the definition and objectives, and [5] develop a scheme
to evaluate the effectiveness of newly developed programs (Scigliano
and Scigl iano, 1977:254) .
The overall assessment by the Carnegie Foundation for the Advancement of Teaching, based on extensive studies of a period of nearly
three years, is this:
General education is now a disaster area. It has been on
the defensive and losing ground for more than 100 years.
It represents the accretions of history more than a thoughtful concern for specialized current needs (Missions, 1978:11).
While . general education programs have been losing ground , specialized education, particularly as it is embodied in the major, has made
significant gains.

In the classic speech given at Hofstra University

on December 12, 1963, Columbia Provost Jacques Barzun predicted with
phenomenal accuracy the relationship which was developing between
specialized and general education:
In an increasingly complex world, expertise has a high
value. The new curricula allows students to concentrate
in a narrow area, and, as the transcript analyses showed,
this is what students are doing.
The current curriculum trends will aid society by
allowing people to become even more specialized than they
have been in the past (Barzun, 1964).
The report, however, does not see specialization as being the
only element necessary to resolve mankind's problems.

Blackburn

illuminates this:
In fact, one might argue that society does not need more
specialists, for the complexity of the world's problems
requires people with a broad and liberal education, people
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who understand the interrelationships between the parts of
a problem and who have mastered the art of learning so that
they can shift the focus of their efforts when social needs
require it (Blackburn et al., l976a).
Nowhere is the phenomena of specialization more entrenched than
in the department.
strongly identifies.

It is with the department that the student most
One of the first questions a student is likely

to ask when meeting for the first time is "what are you majoring in?"
TIE direction the various departments have taken in relation to each
other is outl i ned by Levine and Weingart.
This is where general education courses fail. There
are few general educationists left. Scholarship forces
scholars so far apart that they can no longer understand
each other. These people are clearly unable to help their
students perceive the breadth of their endeavors. Until
this situation is reversed through changes in graduate
education and reward systems, general education will remain
as it is. Colleges can begin to approach this problem by
use of incentives in general education efforts. Encouraging
departments to move together instead of further apart is
imperative. Universities have reached the point where
professors in the same department do not have to associate
with one another, as noted by the profliferation of journals
of different topics in the same field (Levine and Weingart,
1973:51).
Missions of the College Curriculum points out that . the major
appears to be the most stable component of the curriculum and in many
ways provides the "true core of the undergraduate experience."
authors,

The

however, noted three major weaknesses with the major, based

on their studies:
l.

They are too oppressive, because they take too much of
a student's time. Although the formal major require ·ments of a college may demand more than a third of a
student's time in some fields, the fact is that many
students use substantial parts of their electives to
intensify specialization beyond that which is officially
required (Blackburn et al., 1976 a). This practice not only
intensified the major beyond the expectations of most
colleges (though not, perhaps of most departments) but
als o results in a misuse of the electives that are

23

basically provided to encourage students to sample
many different subjects during their undergraduate
years.
2.

They are too narrow and single-minded. By definition,
majors involve specialization. It is therefore difficult
for them to accommodate students' interdisciplinary
interests.

3.

They lead to the neglect of courses that are designed
and provided for nonmajors. Too often, the courses
that departments offer for nonmajors are regarded as
having low priority (Missions, 1978:188-189).

A fourth charge leveled against the major, which was cited by
Barzun in 1964 and reinforced by various writers since, is that the
entire undergraduate curriculum being dominated by the major is being
developed into a

preparatory school for graduate education.

One of

the suspected effects of this trend is a weakening of general education programs as students clamor for training directly sup portive of
their specialized graduate studies . Fletcher l . Byrom describes the
situation this way:
Most undergraduates in effect write off their undergraduate
years in terms of intrinsic values. They are not 'real'
years; they are only 'pre' years. Their value is seen to
lie mostly in what follows them, not in what they themselves
contain. Stated simply, they are not regarded as years of
learning but as years of effort to qualify for something
else; and learning and trying to qualify can be two entirely
different things (Byrom, 1977 :1 46) .
While general education seems to be giving way to a more narrow.
specia lized type of learning, few writers question its intrinsic value.
Regardless of the systemic pressures tearing away on general education,
arguments have been made in its favor.
main categories.

These seem to fall into two

The first is that it can contribute to and provide

a means for life enrichment.

The second type of argument is that gen-

eral education can 1ead to better job performance .
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In an article entitled "There are Better Reasons for College," a
young liberal arts graduate makes an interesting case for general
education on its own merits.

"Going to college so you can earn $50,000

a year," he says, "is like going to Paris so you can stay in a motel."
He proceeds to explain that what we need is not more affluence, but
the abi 1i ty to uti 1ize that affluence to simplify and improve our 1ives.
He concludes:
So when college students only want courses that will get
them 'good jobs' I feel sorry for them and frightened for
our future. History, 1iterature, languages, calculus, music
and art may not answer the question, 'how am I going to make
$50,000 a year?' But perhaps they answer the questions, 'how
rich is rich enough,' and ' what do we do with ourselves now
that we are wealthy?' Which questions do we really need to
answer? (McNeil, 1978 :39).
Most arguments regarding the intrinsic value of general education
tend to conclude just what this student's article did; that is, general
education can't be translated into dollar values because its value· is
intrinsic, not financial.

Loren Baritz , Vice Chancellor of Academic

Policy in State College of New York, according to Robbins, contends:
Undiluted vocationalism strengthens competitive
individualism and what William Jones called 'the
bitch goddess of success.' Part of an education
should be dedicated to creating a vision that extends
beyond personal gain (Robbins, 1977).
Many authors have suggested that the division between general and
specialized education is an artificial one; thatall one learns in one's
professional training contributes to life's meaning, and conversely,
general skills are necessary in one's career.

There is always the

inherent danger that the former logic might be used as an excuse to
weaken even further the 1iberal nature of general education programs,
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but the desirability of general skills in the work market is one of
the strangest arguments currently running far the maintenance of general education.

David A. Feda contends that far this reason, 1 iberal

education is being increasingly emphasized in professional schools.
he writes:
Strange as it may seem, same of the mast interesting
teaching and mare than a share of the innovative educational programs in the humanities and social sciences
are found these days in the technical and professional
col leges--institutions that are, for a variety of reasons,
no longer content to burden society with uninformed technicrats (Fedo, 1977:30).
As an explanation for this trend in the business management
schools, Fedo quotes Ra l ph Z. Sorenson, president of Babson College
(Wellesley, Massachusetts), from the Babson Bulletin:
If one wishes to prepare students for careers in management,
it is not enough to give them narrow, specialized exposure to
the specific tools of business adminstration . ... At least
three of the characteristics of a good manager -•the ability
to understand the human and societal implications of one 's
decisions, the ability to write and speak in a clear and
persuasive fashion, and the ability to know where to draw
the line between right and wrong--require expasu~e to the
humanities and liberal arts (Fedo, 1977:30).
Fedo describes similar situations in forestry schools, accounting
and finance institutions, and pharmacy schools (he's teaching at a
pharmacy college).

As an example of general education improving work

performance, he writes:
At Bentley College in Waltham, Massachusetts, what was once
a very goad school of accounting and finance has been
transformed into a very good multipurpose institution.
Today's Bentley student who majors in one of the traditional
business areas--accounting, marketing, economics--is encouraged
to explore in depth problems involving history, psychology
and political science. The philosophy at Bentley is: 'If
graduates are to prosper in the world of work and the world
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of creative solutions to tough problems, they must be ab l e
to see these problems in a broader environmental, social,
psychological and historical framework and be able to communicate with many sectors of the community' (Fedo, 1977:31).
As an example of general education contributing to society via
the technician, he adds:
The goal is clear. If those of us who teach at the colleges
of pharmacy can help shape future professionals and technocrats into more sensitive human beings, more aware of themselves and the world at large, then perhaps that technology
which so dominates society may one day serve rather than
enslave us--may become a helpmate, in fact, no longer an
awesome, indifferent machine (Fedo, 1977:30).
W. Jack Duncan reflects much the same sentiment when he writes:
It should come of no surprise that the provost of Columbia
University would state to a humanities symposium that at
his university the greatest interest in understanding the
humanities is by faculties of professional schools. The
reasons are simple. First, educators in professional fields
n·ow understand that they must deal directly with value issues,
and second, the professions realize they cannot cope with such
problems without help from the human i t"i es (Duncan, 1977 :454).
Finally, general education can be looked at as a possible partial
solution to the problem of work alienation.

Louis G. Geiger suggests

that general education can do more than prepare a person for a specific
job.

He writes:
It is time to assert clearly that a liberal education is the
one education that can enrich any occupation, while 'training '
for none. Moreover, a society where liberal education is not
related to occupation is one which approaches the Utopian
ideal of democracy. There is no such thing as being under
or overeducated for any job, although one may perhaps be overskilled or skilled in something other than the job demands
(Geiger, 1977:494).
While many writers seem ready to defend general education in the

liberal tradition, general education programs tend to be more the victims of erosion than assault.

Few members of university faculties advo-

cate the disassembly of general education programs, but many continue
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to champion the specialty, particularly as embodied in the major, at
the expense of these programs.

Two eminant sociologists aptly sum-

marize the situation :
The disciplines, like other forms of chauvanism, have
proved more durable than many reformers anticipated. It
does not follow, however, that we should 'junk general
education, any more than we should junk the United Nations.
Both have limitations, and both bore many people who support them in principle. But both remain valuable nonetheless. Students and faculty who have taken part in general
education at its best have often been indelibly marked by
the experience. Most have gone on to work in a particular
discipline or gone back to work in one, but they have done
so with a noticeably less provincial view of it . It is
true that general education has probably done even less
than the UN to inspire guilt or doubt among the parishes it
tries to unite,and that the departments and the research
ethos remain triumphant on every front. But the need
remains, and general education 5till comes closer to meeting
it than anything else now on the horizon {Jencks and Reisman,
1968:504) .

Influences on General Education
at the American University
There exist two types of influences on general education programs
in American universities: those which involve planned curricular development and those which affect the programs in ways which were not intended
or considered. The former type of influence will be covered in a later
section of this thesis dealing with curricular definitions of general
education, since planned curricular activ i ties are a university's de
facto curricular definition of general education. This section will deal
with factors which affect the kind and quality of general education programs which are not overtly designed or officially designed for this purpose . Three specific areas of influence are discussed in the 1iterature
in this regard, t radition, external influences, and internal influences.
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Tradition
Although the influence of tradition is seldom recognized as a
variable per se, its

effects upon general education is undeniable.

The costumes, ceremonies and language used in the rites of passage
signifying accomplishment at the university all bespeak a period in
time when occupational training was considered unfit for the college
curriculum, and the trivium and quadrivium reigned.

Today, the outside

world is less concerned with whether a person is a "master of arts" or
''master of sciences" than what specific job train in g that person has
received, i.e., what his or her major is.
As was discussed earlier, general education developed, it wasn't
created . . Scigliano and Scigliano suggest that "perhaps general and
liberal education programs exist because they have always existed and
their raison

d'etre has never been questioned" (1977:250).

Tradition has been cited by some authors as being responsible for
denying the realities of the present in favor of a far-gone past. The
Associate Chancellor for Community

Coll eges, State University of

New York, writes:
Usefulness is not service. If the liberal arts and sciences
cannot connect with what people want, need, and can use,
these subjects will go the way of the hoop skirt (a desirable
covering to pose in or slip off, not unlike some current concepts of a liberal arts education).
Education must address our shattered cultural myths or
run the grave risk of missing the point of our century. Some
part of our education should face the pointlessness of continued adherence to the idea of inevitable progress, the
erroneous assumption about the ultimate victory of rationality,
the myopia of European ethnocentrism, and suicidal consequences
of i gnor i ng the limits of nature, and even the fact that
education itself is a tool and not a gua~antee (Rob bins, 1977:
29).
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Tradition, then, while serving as a tie to the past, has been
accused by some of being a shackle rather than a link.
External Influences
General education has been subject to external influences in both
a historical and institutional sense.

The changing nature of American

society is reflected in shifts in the undergraduate curriculum, of
which general education is a part.

At the same time, the interaction

between various groups in society's major institutions, both directly
and indirectly related to education, also influences the curriculum.
Historically, Darrell S. Willey has outlined seven critical pressures which have "modified the format, context and the sequence of
general education since 1946."

These seven are:

l.

The cumulative weight of three waves of G.!. Bill
holders, i.e., World War II, Korean Police Action,
and the Viet Nam veterans.

2.

The racial and ethnic integration of the campuses
of the nation.

3.

The Mcluhanesque-like force of television with all
that it imports.

4.

The rise of student protest, demonstration and riots.

5.

Student perception of the demands of the job market.

6.

The high degree of overlap in the curricular content
of secondary schools with that of general studies
demands of the freshman and sophomore college years.

7.

A rapid and near total shift in student lifestyles
(Willey, 1977:220).

The G.!. Bill, while making a college education available to more
persons, also brought more job-oriented people into the colleges. This
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according to Willey "dictated purpose and an attitude to complete
degrees in a reasonable amount of time" {1977:218).

~1agarrell

{1976)

suggests that this surge of students from diverse backgrounds "prompted
a trend toward a common-core of required general education courses."
Perhaps the social revolt born of another war, this time in VietNam,
again altered the course of the curriculum.

~1agarrell,

citing Black-

burn et al. {1976b), writes that
.. . major revisions were made by col l ege faculties in the
late 1960s under the impact of society's bitter di visions
over the war in Viet Nam, the civil rights movement, and
the students' demands for a role in campus decision making
u~a ga rre 11 , 197 6: 5) .
Samuel H. Magill also sees student revolt as being partially
initiated by Viet Nam and the civil rights mo vements, but he saw the
greatest factor as being irrelevance; irrelevance of the cu r ri culum to
these social events.

The net effect Magill saw of the quest for rele-

vance and practicality was the abandonment of curriculum design-by faculty and the relinquishment to students of the respons i bility to create
their own educational programs .

This means that,

. . . accordingly , colleges and universities across the country,
in an effort to keep enrollment up, have turned to careeroriented education, defined all too frequently in terms of
narrow job preparation {Magill, 1977:441).
George F. Will suggests the quest for relevance, and the trend
toward more student freedom in the curriculum "turns universities into
academic cafeterias offering junk food for the mind" (1976:100).

The

racia l and ethnic integration of the campuses has created a cl ientele
which is more diverse and less interested in the classical 1 iberal arts .
Willey contends that this integration also "provides a proving ground
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against which the general teachings of introductory sociology, anthropology and ph i losophy might be checked," that it weighs the ethnic
sincerely of university governing boards against the ideals of liberal
teaching , and that
... minority searches for group identity have culminated in
the installation of Black, Chicano and Native-American
ethnic studies emphases as newcomers to the liberal disciplines
(Wi lley, 1977 :219 ) .
Televisi on, according to

Wille~

has "altered

liberal studies for-

mat in ways neither currently appreciated or comprehended" (1977:219).
He feels that te levision may be a source of concern for faculty teachers.
He contends, "any casual observer can val idly ask, 'What performance
expectations are imposed by commercial television against which professors are measured?"' (Willey, 1977 :219) .
Student protest, in addition to the trends toward possible academic
superficiality, have also, accor9ing t o Willey , promp ted courses in
participatory politics, social reform, and consumer-oriented economics .
Student perception of job-market demands, as discussed in the section of this thesis on general education and specialization, provided
again in Willey's words, " . .. a dominant motive that liberal studies
equip the student with 'coping' skills ... " (Willey, 1977:219).
The overlap in the curricular content of secondary schools with
that of general studies has not, as discussed earlier, i nsured that the
objectives of general education have been met prior to college. The compensatory mecha nisms utilized to adjust for this supposed earlier learning have affected general education curricula. Willey states that such
innovations as course challenge schemes, enrollment in a higher level
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of difficulty class, and creation of the College Level Entry Program
had the effect that "once credit was established, liberal pursuits
co uld be avoided, thus inviting greater intensified depth in a professional major" (Willey, 1977:219) .
Finally, the alteration of the student lifestyle which Willey saw
as a result of the sexual behavior born of an improved birth-control
technology and a new candor in communication between student and instructor, led to a forfeiting by institutions of much of its loco
parentis responsibilities.

Students were less willing to accept on

an automatic basis curricula deemed by the faculty to be beneficial
to them.
The ·ongoing influence of other institutions and groups within them
has also been felt within the institution of education, particularly by
genera l education programs.

t~ ·iss ions

of the College Curriculum lists

six areas of influence on the undergraduate curr iculum.

These are:

gen eral influences, opportunities for grad uates, i nte ll ectoa l and
academic influences, inputs, regulation and procedure influences (1978:
24).

While little other literature is available on the topic, Missions

provides a concise discussion of these ongoing external influences on
general education.
The first category, general influences, includes the pub l ic, communication media, and churches.

While the public seldom takes an

intense or prolonged interest in undergraduate curriculum, societal
conditions may at times cause citizens to take an interest in what the
colleges are teaching.

The launching of Sputnikledtopublicinsistence

upon more science-oriented courses.

The problems associated with racial
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relations have prompted ethnic studies programs.

Today 26 percent

of America's four-year colleges and 18 percent of its two-year colleges
have ethnic study programs.

The demand for equal rights for women has

brought about women's studies programs in 20 percent of the country's
four-year institutions and 6 percent of the two-year colleges (Missions,
1978 :30).
While newspapers, magazines, and television broadcasts have been
charged by some with replacing verbal and logical learning with visual
and emotional learning, the positive contributions are manifest. Missions stated that:
... both public educational potential of the medium is
shown by their development of cultural and historical
programming, of which 'The Adams Chronicles,' "Civilization, ' the highly popular 'Roots,' and the early-morning
televised classroom broadcasts are well-known examples
(1978: 31 -32) .
Examples of the contribut i ons of the printed media to education
are the two 16-week courses offered in more tha.n 500 newspapers by
the National Endowment for the Humanities, "Oceans: Our Continuing
Frontiers," and "Moral Choices in Contemporary Society."
The major influence the media has, however, revolves around its
reporting role.

As Missions explains:

As impressive as these education activities are, the
influence of the media on the college curriculum
derives from the way they pt·esent the cultural, civic
and moral interests of the country to the American
people . Coverage of scientific breakthroughs, whether
in nuclear science, medicine, space, meteorology or
energy, arouses public interest. The current demands
of the public and many educators for more value-oriented
education are, at least in part, a response to Watergate
and other nat i onal scandals reported to the American
people by a persistent press. Media attention to the
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campus disturbances of the 1960~ to the difficulties
college graduates experienced in finding jobs in the 1970s,
and to the decline in student achievement and the rise of
grade inflation similarly generated publ i c pressures felt
by schoo l s and colleges throughout the country .
In American society, the communications media often act
as diagnosticians. Educational institutions are expected,
often unrealistically, to produce cures (Missions, 1978).
Missions concludes that while the

influence of churches is natur-

ally felt the most at church-related institutions, the overall move ment, even at these co l leges, has been toward secularization. Nonetheless, 17 percent of all general education programs stil l require students to take religion classes, and another 19 percent accept religion
courses as satisfying breadth requirements

(~1issions,

1978:333).

In the earlier discussions on specialization and on the ma jor,
the effects of professions and occupations, and of the graduate and professional school s has been covered.
tioned, grade inflation.

One other phenomena should be men-

Students, to maximize their "hireabil ity"

seek courses which will enrich their technical skills.

They also look

for opportunities to compile impressive achievement records while minimizing academic risks.
tion classes.

This leads to searches for easy general educa-

The overall trend created by this, as identified by

Reismann and documented stat i stically by Arl o E. Juola at Michgan State
University, has been a continual rise in grade- point average over the
past 10 years, with the exception of a slight drop in 1975.
The academic and intellectual influences listed are new know l edge,
textbooks, learned and professional societies and foundations. The influence of new knowledge, as touched upon earlier and described suecinctly within

t~issions

is simply this:
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The most obvious consequence of the growth of knowledge
for the curriculum is that in any four-year period, the
proportion of the world's total knowledge that a college
can offer its students inevitably will be less than that
of the period that immediately preceded it . Moreover,
it is becoming harder for colleges to insist that any
specific amount and kind of knowledge is adequately
representative of everything that there is to know (1978:
40).

The Missions

report depicts textbooks as the most enduring medium

to compliment lectures, and sees little change in the importance of
texts in the near future.

The report states that while for a certain

period reading lists of paperbacks seemed to be replacing comprehensive
texts, interest in the latter has been renewed:
As long as there are professors who 'teach the text,' it
is hard to discount the influence of the textbook on the
college tradition . If anything , that influence is being
reasserted after a few years during which the traditional
textbooks were being abandoned in favor of reading lists
made up of 'relevant' paperbacks.
The combination of
increasing paperback prices, the need to use several such
books to cover the basic subject matter in a course, and
the difficulty many students encounter in dea l ing with
unstructured readings has renewed faculty interest in the
basic guides to principles and applications the conventional
textbooks have become (Missions, 1978 : 44).
The curricular interest that learned and professioaal societies
take, with some exceptions, tends to center on professional and graduate school trainings.

Some societies, such as the American Society of

Physics Teachers, have conducted studies of introductory courses relevant to their field (Missions, 1978:41-43) .
The mgjor contributions of foundations have been the support of
innovative programs in undergraduate curriculum which could not have
received funds elsewhere and the introduction of the academic "unit" of
credit by the National Education Association (Missions, 1978:44-45).
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Inputs into the university include high school students and budget
inputs.

Again, the high school-university relationship has been discus-

sed previously.

Financial stringency, according to Missions, has four

effects on the college curriculum: [1] it forces colleges to review the
curriculum to look for places to reduce expenses, [2] it increases the
influence of a college's central administration in curriculur

decision~

[3] the emphasis on essentials diminishes incentive for trying out unfamiliar curricular ideas, and [4] it intensifies efforts to offer
courses that reflect popular interests and attract enrollments (1978:4748).
According to Missions, some of the traditional independence and
freedom gra nted to coll eges and universities has lessened because of
four types of regu lations: governments, accrediting agencies, the courts
and faculty collective bargaining.
The major curricular in road attributed to government is a result
of demands of state and federal agencies for information, the "payoff"
for government funding .

Missions states,

In the process, they tend to identify 'coverages' and
'optimal' levels of funding and expenditures that become
targets and, in some cases, limits for institutional
effort {1978:49).
The assumption that accreditation indicates a quality ranking is,
according to t1issions, "totally unwa ·r ranted."

Hithout it, however,

recrutiing high school students and soliciting financial support from
prospective donors can be difficult {1978:52).
Hhile the courts have traditionally avoided ruling in matters involving the curriculum, they have increasingly been called on to decide
relevant issues.

These have included provision of access to colleges
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and universit ies, use of due process in suspension or dismissal of
students or faculty members, and protecting individua l rights of members
of the campus community.

Courts are hesitant to interfere in academic

matters unless it can be shown that the decision was "arbitrary, capricious, or made in bad faith" (Missions, 1978:55-57).
About 25 percent of the nation's full-t ime faculty members are now
included in some fort of collective bargaining on 30 percent on the
campuses, and faculty sentiment favoring collective action is growing.
While faculty bargain i ng is generally limited to noncurricular
issues such as wages or hours, the Carnegie Council believes that a
thin line divides curricular and noncurricular issues.

They suggest

that state legislation governing public employees' rights to bargain
specifically exempt several areas which could negatively affect the curriculum (Missions, 1978:57 - 58).
The procedural influences of transfer students and competition
have had an interesting effect upon the colleges and universities. By
1976 about one-third of the college students in the United States had
attended at 1east one other college other than the one in which they were
then enrolled.

While givi ng millions of American students an academic

"second chance," transfer poses at least three possibly negative con sequences.

The first is a dependence on a unit and grade-point system

which translates the undergraduate experience into oversimplified quan tities .

Secondly, transfer encourages standard time allotment for the

completion of courses, such as the quarter or semester, with no guarantee
that such an allotment i s appropriate for the course. Thirdly, compromises in continuity must be made.

Often students leave on institution
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before comp letin g basic requirements and must by some means meet these
requirements at the second institution.
should be made

ca~

How and where these compromises

be difficult questions (Missions, 1978:58-59).

Finally, increases in the number of universities have led to three
types of competition between colleges .
by means of tuition.

Colleges wage price competition

They also compete by offering curricular induce-

ments, either by offering specialized courses or by offering wider varieties than is available elsewhere.
ally.

Finally, colleges compete procedure-

They offer education to previously unserved students, they offer

high-demand subjects at convenient hours, they offer travel abroad,
work-study, or other enticements to draw students (Missions, 1978:61).
These external influences, as described by Willey , the Carnegie
Council and othe rs, are not planned curricular developments, yet their
net effects on curricula cannot be denied.

As the Carnegie Council

cone l udes:
Most of these external influences have been felt by the
curriculum for a long time, although two of them--the
courts and academic collective bargaining--are as yet
rnore potentially an influence than they are in practice .
Most of the influences are, on the whole, benign or even
advantageous--although, like many good things, harmful,
in excess. Whether they are good or bad, they cannot be
ignored. In many ways, they set the horizons of feasible
cu rricular policy (Missions, 1978:63).

While external influences have affected and will continue to affect
undergraduate curriculum, Missions contends that" ... it continues to
be shaped by its specifics most ly by internal forces "(1978:64) .

The

groups which influence the undergraduate curriculum within the university are listed

in~~~~

as: academic departments, colleges and
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other academic divisions, the president and academic deans, individual
faculty members, the students, and the extra-curricu l um (1978:65).
Since the more relevant of these groups has been discussed in the section dealing with the nature of general education, the processes between
the groups, rather than the groups themselves, are of more interest
here.
As was outlined earl i er, the development of general education was
more evolutional tha n goal-oriented in nature . Organizat i onal constraints
and procedural diff i culties, along with the econom i c and politica l
nature of dealings within a large

institutio~

nebu l ous character of these programs.

continue to sustain the

Baily (l977b) suggests that no

improvements i n general education content aan be made until these con straints are recognized and dea l t with.
Because of inadequate attention to structures and procedures
that might be liberating to those who participate i n academic
life, we have become mired in litigiousness, adversial
contests, and bureaucratic regulation. To pretend that in
such an environment--which in turn is suffused with the
anxieties of dwindling enrol lments and decrementa 1 budgets-we can rededicate oursel ves to t he cause of l i beral l earning,
is to expect the impossible. Cumbersome structures and procedures simply bolster the enormous barriers of vested
academic and administrative interests that stand in the way
of real shifts in academic priorities (Baily, 1977b:l39)
Most discussio ns dealing with the nature and improvement of genera l
educat i on curricul a tend to center around ideological questions , when
the real difficu l ty lies with the vested interests which Baily

mentio n ~

Bell has expla ined this improper focus i n th i s way:
But it is much eas i er, and more the academic habit, to
deal with i deolog i cal quest i ons than wi th organizational
difficulties, an d many of the problems of the general
education courses, which are actually rooted in institutional dilemmas, have been masked by arguments about intel1ectua l content (Bell , 1966: 66).
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Huber also contends that while the discussion has been ideological,
the direction has been political. He writes,
Far from confessing an unwavering commitment to education
principle, philosophy, duty or truth, we have responded to
economics, egoistic and popular demands so consistently
in structuring liberalizing core curricula that their
tables of contents seem to have been conceived at city
hall (Huber, 1977)
One of Arthur Levine's "Ten Myths of General Education" (1979 )
is that "general education is an educationa l , not a political matter."
He continues:
This belief has caused some very excellent programs to be
rejected out of hand, or quickly to collapse. The substance of a general-education program is primarily
education, but the way in which it is planned and
put together, started and carried out, is primarily
political (Levine, 1979:56).
The structural and procedural constraints cited by Huber, Baily,
Bell, Levine and others inspired Harvard President Derek Bok to warn
Dean Rosovsky during their struggle for a core curriculum, "changing
undergraduate education is like trying to move a graveyard" (Rosovsky,
1978b :44) .
Whi l e the incentive exists to extend general education curricula
to include specialties and to protect vested interests, little reward
is offered for the development and teaching of courses of a truly
general character.

Huber (1977) in working to improve the curri culum

at Pacific Lutheran University made this observation:
In the process of creating a new curriculum we confirmed
that human realities must be taken into account not
only to facilitate the process of change, but in shaping
its direction as well . It is not a disinterest in teaching
or in the coherence and integrity of a general education
program that prevents improvement. It i s essentially the
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lack of reward and opportunity for teamwork; the refusal
to offer perman ent, subtle and tangible acknowledgements
for anything but routine . This constitutes a failure to
satisfy the natural human venality, pride and will to
success present in every profession (Huber, 1977:161-162)
Diaz (1977) calls for a better reward system than currently
exists.
[T]he - va lidating and defining functions of general education ne~ a large forum ... through which support for the
work of individuals can be mustered. We cannot ask young
faculty to channel their creative efforts into providing
1iberal education if they must give up hope of promotion
and tenure to do so (1977 :308).
Faculty Definitions of General Education
at the American University
While genera l education programs remain subject to political manipulation and a lack of conceptual exactness, many attempts have been
made at defining what general education or 1iberal education is, or
what these concepts should entail .

These definitions run from the

most abstract notions of education to the most pedantic assertions
prescribing specific curricula.

This continuum however, can be divided

i nto three approximate categor ies for analytic purposes: philosophic
definitions, objective-oriented definitions, and curricular definitions .
While many definitions co ntain characteristics of more than one type of
definition, most ca n readily, if somewhat arbitrarily, be placed somewhere within one of the three pigeonholes.

A discussion of each of the

three types follows.
Phi 1osoph ic definitions are those which contain specu1at i ve notions
about what, in a very broad sense, general education is.

Philosophic
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definitions aren't concerned with the techniques of accomplishing edu cational goals; rather, they are concerned with the essence of the education itself.
Whereas philosophic definitions are preoccupied with what general
education i s , the objective-oriented definition is interested in what
the educated person can do .

Object i ve -oriented definitions generally

take the forms of checklists, in which are enumerated the various
specific areas of proficiency the educated person should possess.
Another type of objective-oriented definition deals with the
subject areas considered vita l to the educated person.

These often

include elements of the classi ca l liberal education such as humanities,
arts, natural sciences, and social sciences.

The exact subject matter

deemed vital varies widely, depending on the author's perspectives and
vested interest s in general education.
Finally, curricular definitions address directly the que5tion of
which courses to include in a general education curriculum . This approach
goes deeper than the subject areas and specifies the method, via the
coursework, with wh ic h these subject areas should be taught . As mi ght
be expected, curricular definitions vary even more widely than objectiveor iented definitions.

A pattern seems to emerge where there is a good

deal of consensus among faculty members on the philosophic level, very
much 1ess agreement on the object ive-or iented 1evel, and hardly any consensus on the curricular level .
Philosophic Definitions
There seems to be an almost infinite number of philosophic defini tions addressing the nature of the educated man (and later woman),

43
stretching back into the history of civilized thought.
in Areopogitica reasoned:

John Milton

''A complete and generous education is one

which fits a man to perform justly, skillfully and magnanimously all
the offices, both private and public, of peace and war" (Milton, 1927).
John Henry Cardinal Newman, by describing the university, out lines the
nature of the education meant to take place there:
... [The university] is the place to which a thousand schools
make contributions, in which the intellect may safely ra nge
and speculate, sure to find its equal in some antagonist
activity, and its judge in the tribunal of truth. It is a
place where inquiry is pushed forward, and discoveries
verified and perfected, and rashness rendered innocuous,
and error exposed, by the collision of mind and mind , and
know ledge with knowledge . It is the place where the professor becomes eloquent, and is a miss i onary and a preacher,
displaying his science in its most complete and most winning
form, pouring it forth with the zeal of enthusiasm, and
lighting up his own love of it in the breasts of his hearers .
It is the place where the catechist makes good his ground as
he goes, treading the truth day by day into the ready memory ,
and wedg in g and tightening it into the expanding reason. It
is a place which wins the admiration of the young by its
celebrity, kind les the affections of the middle - aged by its
beauty, and rivets the fidelity of the old by its associations.
It is the seat of wisdom, a light of the world, a minister
of faith, and Alma Mater of the rising generation" (Newman,
1902).
Produced in the earlier part of the present century, the writings
of Alfred North Whitehead are often cited by those attempting to define
general education.

Whitehead wrote:

Educat ion is th e guidance of the individual towards a
compreheosion of the art of life; and by the art of
life I mean the most complete achievement of varied
activity expressing the potentialities of that living
creature i n the face of its actual involvement (Wh itehead, 1929, quoted in Magill, 1977 :435) .
Missions, in its frontspiece also quoted Whitehead: "Education is the
acquisition of the art of the utilization of know led ge."

Enthusiasts

of "practical" general education programs have cited such statements
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by l'hitehead as, "Pedants sneer at an education that is useful, but
if it is not useful, what is it?" (Whitehead, 1929, quoted in Robbins,

1977 :27); and his contentio n that colleges must produce students "whb
possess both culture and expert knowledge in some special direction . "
As general education developed as a reform to liberal education,
the universities leading the movement began to formulate idea s of general education in an academic world becoming increasin gly specialized.
Typical of these was the Harvard report of 1945 which explained that
general education was "that education whic h looks first of al l to
[the student's] life as a responsible human being and citizen" (Bell,
1966 :157), as opposed to technical training.
Contemporary philosophic definitions vary somewhat in specific
content, but may have several common elements.

Some of these def ini-

tions are :
... [a] broad type of education aimed at developing
attitudes, abilities, and behavior considered desirable
by society but not necessarily preparing the learner for
spec ialized types of vocational or avocationa l pursuits
(Johnson, 1960:517-519);
... that element of education commonly offered in the
secondary schoo l s and in the freshman and sophomore
years of most American colleges and universities, directed
toward a broad acquaintanceship with and some confident
understanding of the problems and preoccupations, the
vocabularies, and conceptual models and the historical
perspectives of representative disciplines within the
sciences, and humanities (Bearing, 1972:1 39 -1 40);
... [general educa tion] is designed for all people i rres pective
of prospective vocation. It draws its material from all the
academic disciplines, whereve r basic and re l evant ideas can
be found . It is concerned with the student's total development, his values, and aesthetic sensitivity as well as his
purely intellectual attributes for all these affect his
comprehension and mature response to t he world around him
(Mayhew, 1960 );
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... that part of education which encompases the common
knowledge, skills and attitudes needed by each individual
to be effect as a person, a member of a family, a worker,
and a citizen. General education is complementary to
· but different in .emphasis and approach from special training
for a job, for a profession or scholarship in a particular
field of knoweldge (Johnson, 1960).
Those interested in the "practical" aspects of general education
not only selectively quote other authors such as Whit ehead, but also
create their own definitions of general education, coherent with their
interests.

Baily, acting president of the American Council on Educa-

tion, states that liberal learning
... at its best is not designed to relieve life of its pain
and uncertainty . It i s designed to help people have
creative engagements with adversity, to discover and
draw upon the wellsprings of existential joy, and to
recognize our common plight and our need forone another
(Bai l y, 1977b: l87).
The Bruner .Committee, a 1959 group at Harvard

which reported on the

use of science in that institution's general education, provided a
somewhat vocational review of general education:
In reality, General Education has a multiplicity of
objectives. It i s concerned with the student as an
individual, insuring that he has a balanced grasp of
the different areas and methods of knowledge. It is
concerned with the student as a citizen, conveying to
him the broad historical but also technical material
he need s to become a more informed member of society.
It is even co ncerned with the student as a nonspecialist
in the sense of the relationship of his specialization
to the general range of human knowledge (Robbins, 1977:28).
These definitions are not without their critics.

Baily, in

"Education for Practical Wisdom," discusses the repetitious nature
of this type of definition, pointing out that they are by no mea ns
translatable into curricu la :
Alas, the rhetoric is all around us and is woefully tired-the common rote of college catalogues: 'self-fulfillment , '
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'all that he or she is capable of becoming ' 'creative
citizenship,' 'a 1ife as well as a 1iving, 1 'selfawareness,' 'problem-solving capacity .' And we are all
too aware that such lan guage often papers over a ser ies
of sullen bargains, academic logrolls, that permit faculty
to design curr icula friendlier to the intellectual va lues
of 19th century Germanic scho larship and to the comfortable
distillates of their own graduate education, than to the
existential necessities of the 21st century. In many institutions, vocational and preprofessional sequences, constr icted
requirements for a disciplinary major, and a general -ed ucation
elective system run-riot have combined to blow tne·notion of
liberal l earning into smithereens. To move from the constraints
of the Trivium.an_d Quadriv ium, or even of Harvard's red book or
Hutchings' Great Books, to the anarchy of much contemporary
learning and letters is not evo luti on, it is intellectual
metastasis dangerous alike to the health of individuals and
of the body po li t i c (Bai ly, 1977a: l 34).
Whi le these conceptualizations of general education are not refined
enough in a curricular way to be guidel i nes for classes taught in general education programs, the need for broad statements on the nat ure
of the generally educated person remains.

The need remains not because

these ph ilosophic statements can supplant objective-oriented

guideline~

or structured curricula, but because they provide the justification,
the "why?" for them.

May Diaz (1977) sums it up this way:

We heard and responded to the call for humanizing educationa l institutions, searching for ways to establish
genuine learning communities, creating more egaiitarian
systems of governance, and reaffirming the mission of
col leges in moral education. But we are a profoundly
technologically oriented people. Confronted with pro blems and mora l dilemmas, we are likely to focus on
'how' to do something rather than the substance of what
should be done . We became exPerimental and innovative.
We introduced team-teaching, self-paced courses, nar rative evaluation systems, contract learning, credit
for life experience, student participation in university
governance, field studies, student-directed courses,
independent majors, programmed instruction, interdisciplinary
courses, and on and _Qo. As with all experiments, there may
have been some failures. There have also been many successes . Many new forms have been found useful. But in
all this innovation, it is hard to detect any attention
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to why we teach what we teach. Is it to satisfy curiosity
about the world? Is it to create enlightened human beings?
Is it to educate wise citizens? Is it to train for prestigious positions in society? Is it to replicate ourselves?
In most of our debates we are back with the question of the
1860s : are colleges and universities places of liberal education or training for the professions? (D iaz, 1977 :301 -308) .
Objective-Oriented Definitions
Those general education definitions classified as objectiveoriented definitions (all are listed in. Appendix A) exhibit characteristics that could be classified on three separate continuums . First,
they range in exactness from being brief, general statements naming
very basic components of education to attempts at exhaustive lists of
specific characteristics necessary to the generally educated person .
Along this abstract and specific continuum may be found definitions
which list only three basic skills to those which mention dozens.
Baratz (1977) states that the skills essential for "learning how to
learn" fall into three broad categories: basic, general and specialized .
He describes them this way:
The basic skills are the modern ve rsion of the three R's;
communications, oral and written; and computationalmathematical.
The general skills include the ability to form conceptions and hypotheses, to develop theoretical schema and
then test them deductively or inductively (as the case
may be), and to draw logical inferences and conclusions.
In simpler language, the general skills are those involved
in systematic thought and analysis . .
Finally, education for a lifetime necessitates acqulSltion of at least a few specialized skills, including but
not limited to laboratory techniques, survey research,
ce ramics, acting, dancing, accountancy , statistics, musical
composition--and so on (Baratz, 1977:25-26 ).
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The Missions report, on the other hand, lists over three dozen
separate skills under a vareity of categories and subcategories. Johnson's attempt at refining a general education definition resu lt ed in
an even dozen characteristics (1960).

Those definitions with an inter-

mediate number of characteristics include Duncan, Guardo, Bell, Magil l,
Starn and the Harvard Report on the Core Curriculum (see Appendix A).
Object i ve -oriented definitions also vary in the extent to which
they are interested in academic abilities or applied abilities, the
abilities to cope with 1 ife's daily situations.

Bell's {1966) defini-

tion deals exclusively with the general ly educated scholar, ignorin g
the more everyday concerns of the citizen or the worker. The content
of liberal education, he says, can be defined through six purposes:
1.

To overcome intellectual provincial ism;

2.

To appreciate the centrality of method (i.e. , the
role of conceptual innovation);

3.

To ga in an awareness of history;

4.

To show how ideas re l ate to social structures;

5.

To understand the way values infuse all inquiry;

6.

To demonstrate the civilizing role of the humanities
(Bel l, 1966:152).

Carol Guardo's {1978) definition, while not presented as being
academically oriented, lists abilities which seem to be more academic
than problem-solving oriented.

Her list includes:

1.

The ability to gather information objectively;

2.

To analyze and synthesize information logically;

3.

To draw and express conclusions creatively;

4.

To communicate clearly;

5.

To evaluate the uses of knowledge ethically (Guardo:l978 ).
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The American Ca ll ege Testing Program has recently developed a test
to measure the effectiveness of general education program.

The six

skills that it tests for are introduced as functional rather than
academic.

The College Outcome Measures Project introductory leaflet

states,
Many tests that currently exist measure knowledge of content
or ability to do 'academic work.' The COMP/ACT Assessment
Package measures something different: the ability to use
and apply six skills believed to be impo rta nt for a variety
of adult roles outside college (America n College Testing
Program, 1978).
The six skills and a description of each is found in Appendix A.
Some authors impl y that the on l y definitions of general education
worthy of considerat ion are those which dea l with life's realities
rather tha n intellectual abstractions.

Baily presents his charac-

teristics of general education in the form of a rhetorical question:
What if the diverse in stitutions and instruments that
constitute our educational system shou l d consciously
address these bedrock realities with the following bas ·ic
purposes in mind:
*to help persons antic ipate and increase their capacity
for creative engagements with, major predictable
changes (phys ical and psychological) in their stages
of development;
*to help persons in their concentric commu nities to cope,
to work, and to use their free time in ways that
minimize neurotic anxiety and boredom and that maximize inner fulfillment and joyful reciprocities;
*to help people learn the arts of a~fecting and enveloping
policy in order to promote justice and to secure the
blessings of liberty for others as well as for themselves
(Baily, 1977b:245-255).
Again, between the two extremes on the continuum there are less
pract i cal l y or academically extreme definitio ns.

Many combine el ements

50

of both.

Thus, while including the scholastically relevant communi-

cative and analytic-type skills, Magill (1979) includes interpersonal,
recreational, and citizenship skills; Johnson {1960) mentioned sharing
the development of a satisfactory home and family life, achieving a
satisfactory vocational adjustment, and taking part in some form of
satisfying creative activities with others.

Some authors, li ke Baratz

(1977) and Johnson {1960), feel that preparation for a vocatio n is part
of genera 1 education.
Finally, objective-oriented definitions are expressed in terms of
either abilities, or knowledge of gi ven subject areas or both.

Authors

like Patricia Cross (in Robbins, 1977), Johnson {1960), Magill (1977)
and Baily (1977b), describe operational skills.

Bell (1966) utilizes

action words, but these only outline subject areas; for instance, "to
demonstrate the civil izing ro le of the humanities," and "to gain an
awareness of history."
Objective-oriented definitions, then, co nsist of li sts of require ments for being generally educated and vary according to abstract
versus specif ic, academic versus applied, and ability versus subjectarea orientation.
Curricular Definitions
Every college and university has, if only by default, a curricular
definition of genera l education.

It would be a preposterous task to

attempt to identify and catalog them all; therefore this section will
deal briefly wi th the major trends in ge nera l education
the principal colleges responsible for those trends.

curric~la

and
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Although, as previously noted, general education has been to a
large extent evolutional in nature, Columbia, Chicago, and Harvard are
genera ll y cited as the universities most responsible for planned curricular developments .

One of the principal ideas at both Co l umbia and

Chicago was the establishment of independent centers of power, capab le
of appointing their own faculty.

The general problem that both univer-

sities suffered was the inevitable friction between the professional
and genera l education staffs.
Both Columbia and Chicago also have developed programs where students are subject to a common set of courses, a core curriculum. Harvard
is recognized as a leader in developing a distribution-requirement type
program, in which the individual student chooses from a variety of
courses to fulfi ll basic requirements.
Chicago and Harvard instituted the "great-man" approach .
vo lves a noted scholar lecturing to a large body of students.

This inThe

iecture is followed by discussion sections, usually led by graduate
students .

The biggest problem with this approach is that when the great

man departs, the program is left with a void thatishardtofill. Levine
and Weingart (1973) describe the problem as it occurred at Cowell College :
Following a change in instructors, there was a complete
reversal in student and faculty opinion of the course.
Faculty who were originally enthusiastic subsequently
found the course poor, and students who had been
pleased with the course took it only because it was
required. The picture that emerges is a course totally
dependent in quality upon the one lec turer, almost to
the exclusion of the structure and materials (Lev ine and
Weingart, 1973:21).
Harvard, unlike Chicago and Columbia , kept general education within the
regular departments.

It depended very heavily on interdisciplinary
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courses to give it a broad academic nature.

Harvard has just recently

renou nced this distribution type program in favor of a core requirement.
There are four basic approaches to general education curricula:
core courses, distribution programs, free electives, and interdisciplinary programs.

Most current general education programs are made up

of one of these or a combination of these .
The core-type program, in which all students are required to take
a basic group of classes, developed naturally out of the trivium and
quadrivium .

The intent of the approach is to assure that all students

graduating from an institution possess a common body of knowledge or
a "common experience."

Harvard, the university which led the movement

to elective classes, is ironicall y now leading another movement back
to a core curriculum.

Rosovsky's crusade to create a "shared experi-

ence" and "common denominator" has been so intense that " ... he has
taken himself out of the running for two university presidenc i es,
Chicago and Yale, to complete it" (Rosovsky, l978b:43).

In an inter-

view, Rosovsky described the current program this way:
Essentially ... it has no guidelines. It has proliferated
into a cornucopia of courses , a Chinese menu. A student
finds it bewildering to try to build a base for his or
her education from a catalogue of some 2,600 titles with
little guidance and few standards (Rosovsky, l97Bb:44).
Some parties, however, are not certain that a common experience
is desirable or even possible.

The caption of a cartoon in the Har-

vard Crimson stated that, "only after you study a subject in which you
have no interest can you claim to be educated."

Another major criticism

of core -curricula is that arriving at a fixed notion of what makes an
educated person is simply not ac ceptab le today. Rosovsky co unters :
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It's a counsel of despa ir. We cannot continue to live
in a tower of Babel . It's our task to gain that consensus.
I have a horror of the relativism that has crept into so
much of life, which says that anythin g is as good as
everything else (Rosovsky, 197 8b:44 ).
The Harvard faculty voted 182 to 63 to accept Rosovsky's plan,
which inc l udes seven to eight courses in five academic areas: literature
and art, mathematics and science, history, social and philosophical
analysis , and foreign languages and cultures.

Since that time, univer-

sity admi nist rators from other major schools have considered Ha rvard's
example (Rosovsky, 1978b:45).
Distributive-type programs can be broken down into two basic types,
according to Levine and Weingart (1973):
Core distribution program consist of heavily prescribed
and student-selected courses created for general education
purpose, theoretically with a built-in level of coherence;
in contrast, smorgasbord distribution programs specify no
particular subjects but only general areas of study (Levine
and Weingart, 1973:25).
Levine and Weingart studied the core distribution programs at
Residential College of the University of Michigan and Justin Merrill
College of Michigan State University.

At the time (1970}, faculty and

students were dissatisfied with the ir cores and 1vanted large core changes.
He notes that majorities at both schools felt that a core should be
required, but that more flexibility in course selection should be available.

Since the study, both co lleges have reduced their requirements

wh i le still maintaining the core concept .

Levine and Weingart conclude,

... continua l gradual reductio n was common l y observed
with the resu l t that colleges unwittingly moved from
a core to a smorgasbord distribution (Levine and Weingart, 1973:25-26) .
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Levine and Weingart's study of programs which specif i ed only general areas of study included a survey of the programs at Antivoch, Bard,
Prescott, Sarah Lawrence, and Santa Cruz.

They report the attitudes

toward these programs this way:
Student reaction to these programs was largely indifference.
Few students at any school felt that the distribution forced
them to take courses they ordinarily wou l d not have taken.
On the other hand, students praised the quality of the liberal
arts experience achieved. Faculty viewed the distribution
by compariso n with their own general education philosophies
rather than through their experience with the program. As a
result, faculty replies gave little insight into the actual
~1orkings of a distribution program (Levine and Weingart, 1973:
27).

It must be recognized that the core distribution versus free elective differences among college general education programs form a con tinuum rather than two exclusive groups .

The question might be one of

degree rather than type. "The Harvard Report on the Core Curriculum"
noted this in its introduction:
Requirements are also an assertion of priorities. Under
a free elective system these may be no more explicit than
the completion of a fixed number of courses; at the opposite
pole stands the totally prescribed curriculum in which the
substance as well as the number of courses is fixed. Neither
extreme can be rejected on a priori grounds, and many variations are poss ible . The critica l task is to justify a
particular set of requirements to ourselves and to ou~
students on intellectual grounds (Rosovsky, 1978a:l5).
The Carnegie Council, while aware of the proliferation of courses
being offered for general education, notes that electives,within
do offer many advan t ages.

reaso~

Electives offer students opportunities to:

Sample widely the intellectual offerings of a college
and bene fit from the experience of being taught by
stimulating and challenging teachers one might not
be exposed to in any other way;
Sample subjects that may not be covered in distribution
requirements of general education but might be interesting
to concentrate on as either majors or minors;
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Sample 'broad learning experiences' that may be offered
to under graduates;
Acquire learning skills that might not be taught in
required subjects;
.Develop interests and talents in music, painting, or
the other arts, and to keep fit and well exercised
through physical education programs;
Satisfy curiosity about unfamiliar subjects and learn
new th ings {Missions , 1978:200).
The Carnegie Council does, however, recognize that multiple
electives can lead to student searches for a low-demand, easy-grade
class, and random choices in courses with "no discernable relationship
to their ma in interests or to the rest of their studies."

For these

reasons, the following recommendations were made:
In general, when the number of electives available to
students is clearly out of balance with other components
in the undergraduate curriculum. we would prefer some
reduction in the number of electives and an increase in
the content and option s available in ge neral education.
Exceptions to that policy might be acceptable in instances
where students devise their own curricula i n close cooperation with a member of the faculty and draw widely from the
courses available to serve some specifically agreed-on
purposes. A downward adjustment in the availability of
electives is particularly needed, on the other hand, in
institutions where the general education component is now
loosely defined {Missions, 1978 :206).
Irterdisciplinary approaches to general education are always, of
necessity, combined with other formats such as a core curriculum or a
distributive-type program.
instructors from

w~re

The . interdisciplinary apP.roach combines

tha n one discipline in hopes of creating courses

which are truly general and integrative in character.
While the mot i ves of interdisciplinary courses are unquestionable,
the success ratio has been very low, to the extent that Jencks and
Reisma nn (1969 ) contend:
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The trend seems to be away from interdisciplinary efforts
at the undergraduate level and toward renewed acceptance
of the value of introductory courses in the academic
disciplines. It is mainly in the more backward reaches
of higher education that general education is being introduced as a new idea. At the leading universities inter disciplinary work goes on mainly in research, and eventuates
in an altered curriculum only when a new department like
molecular biology is introduction (Jencks and Reismann,
1969:488-499).
Bell (1966) describes some of the problems which have historically
plagued interdisciplinary approaches.
problems is staffing .

Probably the greatest of these

As Diaz (1977) noted, faculty members cannot be

expected to forfeit chances for tenure and promotion within their own
department to teach general education.

Bell writes,

... the chief difficulty the Chicago College faced with
this course, as with many of the others, ·was not intellectual but institutional--the problems of staffing, of
relating them to old-line departments and the like. And
this difficulty runs like a thread through the three
colleges [Chicago, Harvard and . Co l umb i a] we are discussfng
~1966:34).

The relationship with the department which Bell refers to is a
second majo r obstacle to interdisciplinary effectiveness.

Jencks and

Reismann (1969) refer to departmental imperialism" where departments
exert pressure to control the content and staffing of general education courses .
Sometimes it is difficu l t to combine topics which are seemingly
unrelated without extensive background in both .

This problem of fusing

occurred at Chicago, about which Bell wrote:
These interdisciplinary efforts were never who l ly successful
because the discussion, say, of economic policy--for example,
government policy on monopoly, business and labor--required
some basic knowledge of economics that was not always present;
in cons equence, weeks had to be developed to the intensive
explanation of economic concepts (e .g ., elasticity and supply -

57

and-demand) before one could discuss policy. At best,
those courses and those topics were most successful which,
by their nature (e.g., the relationship of culture to
personality), enlisted materials from different disciplines
that could genuinely be fused (Bell, 1966:32) .
Huber (1977) provides a list of problems involved in the initial
formation of interdisciplinary courses, based on his experiences with
constructing such a program at Pacific Lutheran University.

These are:

l.

The synoptic problem: a lapse into superficial treatment
of comprehensive and complex subject matter.

2.

The sophistic kick: the temptation to create generally
knowledgable but glib dilettantes.
·

3.

The solo performance: the work of instructors in presenting
an integrated course can degenerate, without p~oper reward
and motivation, into a sequential series of presentations
representing the special areas and fail to maintain faculty
copperative effort to relate and integrate the subject
matter.

4.

The showcase hazard: team-taught courses or components may
concentrzte instructors' interest in dialogue with each
other at the expense and to the neglect of students in
the classroom .

5.

Prenatal fatigue: giving birth to or preparing to teach
ID courses requjres considerably more work and cooperative
interaction than cours es solely in one's specialty, thus
inhibiting faculty involvement unless appropriate amounts
of released time are provided .

6.

Curricular rigor mortis: an inflexible curricular design
which does not intrinsicall y encourage course improvements,
alterations or substitution readily inhibits participation
by other qualified faculty whose interest and skills are
better expressed by other approaches to teaching or subject
matter.

7.

Faculty isolation: organization of an ID program faculty
into a fixed and permanent group, or creation of a quasi department or school structure, also fails to involve wider
segments of faculty, diminishes nonparticipants' sense of
responsibility for the quality of humanistic and liberalizing education, tends to create a two-class system among
peers, and provides an easil y identifiable target for
spurious criticism and restraint.
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8.

Developmental morbidity: unless special and continuous
efforts are made to broaden faculty talent and skil l s
in ID teaching, the needs of ID courses for coherence
are neglected while instructors pursue their own
accustomed habits (Huber, 1977:170).

Huber, however, writes enthusiastically about the program at PLU,
implying that it has thus far been successful .

While almost al l other

interdisciplinary programs have not enjoyed success, these are the
advantages he me ntions:
l.

There is maximal motivation for learning as a morally
serious and cooperative enterprise for both students
and professors.

2.

The thematic or problem-oriented subject matter is
in herently more stimulating to college - age students
because of its timeliness, its moral significance to
our present culture, and its open - ended or unresolved
nature.

3.

Manifold perspectives are brought to bear upon the
chosen subjects, providing a more realistic, balanced
presentation and model of assessment for students.

4.

The thematic character of interdisciplinary courses is
apt to encourage a wider range of variation in · course
content and is more readily adaptable to varied teaching
techni ques and exper iments.

5.

The nature of the subject matter better lends itse l f
to the formal involvement of moral reasoning and to our
objectives for i ncreas i ng the moral sens i tivities and
value-consciousness of students through academic study .

6.

Both in method and content the interdiscip l inary mode is
better able to help students ach i eve integrative and
synthes i zin g ta l ents by observing t he efforts of the
professors to exhibit them, and by practicing the
requisite logical and methodological skills. Students
may therefore be expected to develop respo nsible ap proaches to complex public issues.

7.

The significance and va l ue of specialized areas of knowledge are better exhib i ted by applying t hem to living
issues, which they were originally developed to address.
This helps students to understand their specia l interests
with fewer artificial or erroneous ideas of relevance .
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8.

By involving many disciplines in the development and
teaching of courses the historical and unhealthy competitive rivalries among departments are markedly
diminished and energies are canalized into more
productive emphasis on teaching goals and student
development .

9.

The retraining effort instructors must make to be
prepared adequately for this type of teaching
inherently stimulates their teaching effort and
vitality.

10. The assessment of student work by teaching teams is
like ly to reflect more objective, personal and care ful evaluation procedures and to stimulate cooperative
efforts for improving teaching strategies to meet
student needs.
ll. A total system of interrelated ID courses spread out
over 2-3 years contributes to and derives more benefits
from the maturing students' experience in other courses.
This is not possible in concentrated freshmen studies
programs (Huber, 1977:162-163).
Huber's enthusiasm notwithstanding, interdisciplinary teaching is
difficult to enact and maintain.

Nonetheless, it is still being tried

at various colleges and universities.
dS

Jencks and Reismann (1969) who,

noted, contend that the trend is away .from interdisciplinary courses

back to introductory classes, sum up the situation:
Administrators who hear about successful general education
programs at conferences or read about them in the Journal
of General Education often think they will be ea~
establish. They sound easy, and sometimes cheap, too,
since one can presumably use existing talent instead of
hiring new specialists in esoteric fields. But on closer
inspection the intellectual and managerial problems of
general education turn out to be staggering. One of the
most serious is the recruitment of faculty sufficiently
talented, both intellectually and. humanly, to create
courses that are ge nuinel y interdisciplinary rather than
merely add i tive . The regular departments~re, after all,
usually equally interested in men with such gifts, and
offer them a chance to teach less strenuous courses at
their own pace, without the wear and tear of colleagueship or the endless frustrations of trying to be interdisciplinary. At its worst, an interdisciplinary course
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is an alibi for lack of intellectual discipline, but
at its best it can be an extremely demanding creative
feat, requiring a constant effort to see what is common
to the disciplines within an area. As with all pedagogic
innovation, it takes diplomatic skills of the highest
order to secure the agreement and understanding of the
relevant faculty committees for such courses (Jencks and
Reismann, 1969:498).
This, as succinctly as possible, sums up the current problems and
possib ilities of the interdisciplinary approach.
It would seem to be desirable for every co llege and university
to define genera l education at each of the three levels of conceptualization.

Philosophic definitions could serve as idealistic bases for

identifying the abilities desired in graduates (t he objective-oriented
definitions).

Curriculum (or curricular definitions) should be based

on these object i ves.

Presently, most writers tend to concentrate on

only one leve l of conceptualization.
General Education at Utah State University
Most of the trends which have occurred nationally in general education have also taken place at Utah State University.

The factors

operating at the national level have been shown to be present at U.S.U.,
both in the general education programs initiated here and the past
studies which have been done on these programs.
U.S.U., as a land grant university, was founded on the idea that
professional and occupational training should go hand-in-hand with
the classical subjects previously associated with higher learning. Thus,
the institution was never constrained to the trivium and quadrivium
type rest r i ctions of its predecessors.
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Free electives were introduced into the U.S.U. (then Utah Agricultural College) curricula under President John A. Widtsoe in 1913
(Educational Policies Committee, 1975:5) .

The increase in research,

along with the resulting proliferation of new specialties and subspecialties, became increasingly apparent in the l960s,whenthegeneral
education alternatives began to increase rapidly. In 1971 the Committee
for the Assessment of Undergraduate Education, with W. Farrell Edwards
as chairman, proposed a program whereby students defined their own
genera l education components.

Later, the faculty senate chose to remove

this program and restore the group-fil ler conception to general education at Utah State.

The two most influential reports associated with

general education at U.S.U., along with the interaction involved in
their formulation and debate, reflect the unrest associated with general education at the national level.
In March of 1971, while there was much demand for "relevance" and
student autonomy on campuses throughout the nation, the General Education Subcommittee of the Committee for the Assessment of Undergraduate
Educatio n performed its evaluation of general education at Utah State .
Under the leadership of Edwards, this proposal decried the "deleterious
effect" of required courses.

In their place, the proposal recommended

a program consisting of 55 credits, chosen by the student and approved
by the student ' s advisor.
The general education program as recommended by the Edwards proposal was adapted.

Its emphasis on personal freedom and distaste for

excessive structure reflected both the current national trends in general education and the overall mood of the American people towards existing "establishemtn" regulations.
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Approximately a year after its inception, a subcommittee of the
Faculty Senate's Educational Policies Committee was assigned the task
of evaluating the program.

It became apparent that this subcommittee,

chaired by Grayson Osborne, conceptualized general education differently
than their predecessors.
The Osborne committee undertook an extensive study of the then current program.

The members designed questionnaires and administered

them to the students and to the faculty .

They wrote an extensive report

which included the following recommendations:
l.

That the university consider methods of specific
financial and other reward for the significant participation of departments and colleges in general
education.

2.

That policies regarding general education be articulated
by the Educational Policies Committee and the position
of coordinator of general education be terminated.

3.

That the Director of Admissions and Records become the
official arbiter of student credit for general education
participation, and that general education offices be
housed with Admissions and Records.

4.

That a moratorium on major changes in the general education
program be placed in effect upon the adoption of the
recommendations of this report to extend for a period
of five years.

5.

That the general education courses be reviewed by the
Educational Po l icies Committee as a whole or by standing
subcommittee thereof; that the review be annual from the
date of the quarter in which the course is first offered.

6.

That guidelines for a course's acceptability for general
education be formulated by the Educational Policies
Committee . That these guidelines consider the inclusion
of, but not be restricted to, the following:

.

a.

.

That the course utilize a wide variety of educational
materials. The assumption here is that multiple
sources will raise the probability that the student
is exposed to different points of view. Two textbooks
are better than one. Readings from different sources
are better than one source.

63

b.

That the course contain a wide vareity of student
experiences. The assumption here is that courses
containing audio-visual presentations, field trips,
attendance at out-of-class events, will be more
broadening for the student than courses wh ich are
primarily of the lecture and test variety .

c.

That material within the course be truly inter disciplinary. This will be very difficult to
define, but continued attempts must be made. The
student experience will be more broad as a function
of the material (Educational Policies Committee,
1975).

Much of the Osborne comm ittee report dealt with the creation of
interdisciplinary courses, which this subcommittee challenged.

The

problems encountered with the staffing and teaching of these classes
at Utah State, as at most other universities, soon became apparent.
William Fo rcl·ing in a memorandum to Farrell Edwards
problems.

enumerated these

His description of the situation echoes national dilemmas

with interdisciplinary courses.
From my experience as an originator and contributor to
an interdisciplinary course in general education I would
like to make the following observations:
1.

There are a great many obstacles regarding the
establishment of a genera l education interdisciplinary
course at Utah State University.

2.

The first problem is that there is very little money
available for the background work and theinitiative
work that must go into the formulation of an interdisciplinary course that is team-taught.

3.

Because a course in general education of an interdisciplinary nature is located outside the department,
there are pressures within the department that mitigate
against participation in such a course.
a.

professional attitudes within the department
create informal pressure against such participation

b.

the attitude that one is not carrying his load in
the department i n teaching the departmental courses
to ra i se departmental FTE's is a perception that
is very current
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4.

5.

c.

that a teacher is not creating future majors for
the department with the interdisciplinary course

d.

some department heads are not cooperative in
giving credit to instructors for teaching in
ge neral education.

e.

in many cases general education courses are taught
as an overload rather than as a replacement for regular
teaching loads for the professor.

With regard to (e), teaching loads generally increase when
teaching general education interdisciplinary courses .
a.

William L. Furlong: average teaching load before
partici pation in Comparative Cultures 110 was 21
hours per year plus 6 hours of advisement which
left 9-10 hours for research. Since t eachi ng
general education the average teaching load
has gone up to 32 per year leaving no research time
whatsoever.

b.

Bruce Bylund: was forced out of teach in g Comparative
Culture 110 because of the overload nature of 15
teaching hou~s one quarter and 18 another.

c.

Derrick Thorn: finding pressure on research time so
extreme that it is difficult for him to continue
participation.

Remunerative rewards.
a.

extension courses at least allow a professor some
additional remuneration if he carries an overload.
General education has no such provision.

b.

the fact that this university stresses research
and rewards research over teaching is quite obvious.
We only have to take my department as an example.
i.

research personnel although at a lower rank
receive four to five thousand dollars a year
more than teaching staff.

ii . there have been no rewards or recognition
for work done on interdisciplinary courses
as departments control all salary increases,
merit, and incentive raises and tend to ignore
General Education courses when giving the
little they have.
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6.

Scheduling has also been a problem. The schedule bulletin
places the interdisciplinary courses at the very end where
few students ever see it. This has forced some teachers
into advertising their courses in somewhat unprofessional
ways.

7.

Advisement problems have also been observed. Students
have indicated that their advisors seldom recommend
these courses. Advisors for the most part are as unaware
of the courses as are the student. Therefore in cases I
have observed, traditional group fillers or specific
departmental courses are usually suggested. Even in my
own department, few of my colleagues remember to direct
students into the courses. This I believe is another
example of the 'departmental' orientation of most
faculty members here at USU (Furlong, 1974).

Recommendation number four, that a five-year moratorium be placed
on general education changes, was prophetic, but not effective. When
the Osborne report was nearly ready for presentation to the faculty
senate, the general education program was abruptly replaced by a groupfiller type of format.

Osborne sent a letter to Milton Abrams, chairman

of the Educational Policies Committee, recommending the dissolution
of the subcommittee, since the general education program it was commissioned to study no longer existed.

Subcommittee members were under-

standably disappointed that their efforts had largely been wasted.
James Shaver, who led the successful return to the group-filler
format, explained in an interview, May 11, 1979, in his office:
... [the Osborne report] just didn't seem to me that it
moved us in the right direction. I thought that general
education should be a much simpler thing where you
identified basic areas of study and had students study
in these areas (Shavers, 1979).
A critical reply to the Osborne report was drafted by members of
the General Education Council.

This report denied the necessity of most

of the recommendations of Osborne's Subcommittee on General Education.
This was basically the largest recognition the report received.
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Shavers' initial program of a restricted number of courses covering
the arts and humanities, the natural sciences, the social sciences and
history and philosophy, has in three years ballooned into a collection
of 640 courses.

In discussing this expansion, Shavers states, "the

intent of my motion was nothing like what's come to pass, that's for
sure. u

It can be seen from this brief review that general education at
U.S. U. has encountered the same di ffi cult i es found
universities.

at other American

Core-curriculums are felt to be too restrictive. Inter-

disciplinary courses are difficult to staff and teach and run into
conflict with departments. The group-filler format leads to loose and
multitudenous electives . Finally, the free elective system vias felt by
many to lack definition.

Interviews with the principals involved in

general education at Utah State seem to indicate that it i s indeed
an intense political as well as academic process.

One of these profes-

sors, when asked about his work in general education, replied, "That's
a part of my past I'd 1ike to repress."

Another referred to the process

of "empire building" in general education.

The many hours of debate

in the faculty senate over general education indicate that there are
individuals with a more than passive interest in general education. A
major question remaining, however, and one this thesis must address,
is whether the faculty as a whole shows this interest .
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Chapter III
METHODOLOGY
Objectives
The objectives of the study were :
--To determine if faculty members at U. S.U. as individuals
possess definitions of general education and to determine
at what level (phi l osophic, objective-oriented or curricular)
they conceptualize it.
--To determine if there are logical consistencies among the three
l evels of definition among faculty members.
--To determine what the faculty feels the characteristics of an
educated person are; and what academic abilities and subject
areas the educated person should show proficiency in .
--To determine what consensus there is, if any, among faculty
members regarding the nature of genera l education, and the
level of conceptualization at which this agreement occurs.
--To discover how much interest faculty members have in the U.S.U.
general education program.

Are faculty members, particularly

advisors, aware of and interested in the program?
--To provide information on how the attitudes of the U. S.U. faculty
relate to national trends.
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The Research Design
This study is basically exploratory in character.

The information

in the survey should prove useful in implementing refined analytical
techniques for the evaluation of general education, particularly at
Utah State.

The data were collected by means of oral interview, with

a course evaluation list which was left with each respondent . The
interview schedule utilized was written by Yun Kim, Head, Department
of Socio l ogy, and the researcher in cooperation with the Provost's
General Education Evaluation Committee.
The interviews were conducted at the respondents' offices during
the summer of 1978 by the researcher and two other graduate students
in the Department of Sociology.

Tape recorders were utilized to record

answers to the questions on the interview schedule.

Although confiden-

tiality was assured, the answers of those respondents not wishing to
be recorded were taken down by hand.

The interviewers were encouraged

to probe in order to get in-depth answers to the questions.
The interview schedule consisted mainly of open-ended questions
to encourage thoroughness in reply, although questions numbers 10 and
11 were Likert-type questions which gave the interviewees the opportunity
to rate various academic abilities and subject areas, respectively, on
how important they were to general education.

The answer categories

to these Likert questio ns ranged on a five-point scale from totally
unnecessary to absolutely essential.

The concluding question of the

schedule invited any particular comment or suggestions the respondent
wished to make concerni ng the program.
A copy of the i nterview schedule is located in Appendix B.
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The course evaluation list included every course then available
to fulfill general education requirements.

The course list was taken

from the Fall Quarter Registration Bulletin (1978).

This list was left

'

with each respondent at the conc lusi on of the oral interview, with the
request that they fill it out and return it at their earliest convenience , via campus ·mail .

Printed instructions on the course evaluation

list asked the person to indicate with the letters VA, A, N, I or VI
whether they thought each class listed was "very appropriate," "appropriate," a "no opinion" item, "inappropriate," or "very inappropriate."
A follow-up letter was sent two weeks

late~

thanking the participants

and requesting those who had not returned their course evaluation lists
to do so as soon as possible.
and the

follow~up

Copies of the course eva luation list

letter are contained in Appendix B.
Subjects

Faculty members who participated in the study were chosen by
random sample from the list of faculty in the 1976-1978 University
Catalog.

A

percent sampl e was selected by drawing a number from

a hat, between one and twenty.

The number drawn was 12.

12, every twentieth person was included in the sample.

Starting with
When it was

discovered that ma ny people on the faculty 1ist were maintenance person nel or others with positions not related in an academic sense to the
University, these names were eliminated and the sample red rawn.
extension agents who were drawn were not available on campus .

Three
Since .

they were seldom if ever directly involved with either teaching or research they were then replaced.

The new respondents were selected by
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flipping a coin to determine if the first extension would be replaced
by the person above or below him or he r on the list, then alternating,
above and below.
The sample drawn produced 36 faculty members for interview. One
person refused to be interviewed and another was unavailable.
response rate on the oral interview then was 94 percent.

The

Several of

the people who completed the interview were unwilling to complete the
course evaluation list.

Twenty-nine respondents returned this course

evaluation for a completion rate of 81 percent.
The intent of the study was to comment on the facu lty as a whole
and not upon the various colleges or departments.

For this reason, no

attempt was made to insure a minimum number of respondents from any
college or department.

Because of this, some colleges were better

represented than others.

Five people participated from the College of

Agriculture, five from the College of Education, five from the College
of Engineering, nine from the College of Humanities, Arts and Social
Sc ience s, three from the College of Natural Resources, seven fr om the
College of Science; and one person each from Extension Services and
the Cooperative Nursing Program.

The Colleges of Business and Family

Life were not represented .
Data Processing and Analysis
Because of the relatively small number of respondents and the indepth probing nature of the interviews, they were first transcribed,
then anal yzed manually rather than by computer.

The massive number of

classes listed on the course evaluation encouraged computer analysis.
The "very appropriate" t o "very inappropriate" answers were transformed
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into numerical values from one to five, five being "very appropriate,"
and one being "very inappropriate."

The computer language Fortran

was utilized to determine if there were preferences according to class
level (general education classes run from 100 level classes to 500 level
classes), and according to college. The discovery of two distinct groups
of responses led to further analysis by considering how these two groups
differentially evaluated upper division classes.

This evaluation was

made possible by using the first two co l um ns of each computer card to
identify the respondent.
of the respondent.
the replies.

Columns three and four recorded the college

The remainder of the columns were utilized to record

Each course utilized two columns:

the first column

recorded the l evel of the course and the second column recorded the
rating given the course by the faculty member. Since 76 columns remained
on the card, 38 courses could be recorded on each card. Seventeen cards
were required to record the responses of each respondent.
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Cbapter IV _
FINDINGS
Philosophic Definitions
To determine faculty philosophies of general

education~t

Utah

State, respondents were asked question one, "How would you define
'general education'?"

The second question on the interview schedu le

asked the faculty members to describe the character istics of an educated man or woman.

Question three inquired, "What do you t hink should

be the major purposes of general education at the university?" The questions were intended to

~raw

from the respondents their feelings regard-

ing the essence of general education; the total philosophic bas i s of
what being a generally educated person implied to them.
Table

li sts all the components ment ioned when the respondents

defined general education.

The idea that genera l education should

provide a broad, general view , a wider perspective, predominated, with
30 of the 34 respo ndents mentioning this characteristic.

It must be

stated, then, that there is consensus among U.S.U. faculty members
regarding the prime philosophical purpose of general education, the
provision of this broad perspective.
The next most frequent type of response, suggestions that general
education is for self-improvement, occurs only seven times.

Five mem-

bers of the faculty provide an almost tautological explanation of general education by describing it as a collect i on of courses or a cur ric ular requirement.
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Table 1.

Responses to the question, "How would you define 'general
education'?"

Component proposed as part of general education

Number of
Responses

A broad understanding, a general view, well-rounded, a
perspective of available choices, a broader perspective
than a specific discipline provides, etc.

30

To make a person better, self-improvement, to live a
better life, to give a student a basic understanding in
how to live, how to be a human being, what to do, moral
va 1ues, etc.

7

A collection of courses, a curriculum requirement, courses
outside the major, courses which supply educational needs.*
To enhance the field of specialty, major, profession.

4

An understanding, appreciation, of the world, the environment.

4

To contribute to society, to help others, to manage society.

3

An understanding of the past and present, a historical perspective

2

A better understanding and appreciation of society

2

Understanding the common base for all people

2

Ability to apply information, integrate, synthesize,
make information meaningful.

2

An appreciation of areas outside the major .
The ability to deal with others, the public.
Aesthetic appreciation.
A philosophical understanding
An ability to utilize technology, to give technology
human dimensions
*This reply is listed only when it was given as a separate
reply, and not when used as an introduction to another component.
For instance, the answer, "general education is a group of courses
which gives us an aesthetic appreciation," would not be listed
under this category .
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Four members of the faculty felt that the enhancement of a specialty
or major should be a major purpose of general education. Fou r also felt
that general education should provide a better understanding and appreciation of the world.

Three faculty members stated that a major purpose

of general education should be the betterment of society.

There were

several other proposed purposes of general education mentioned by one
or two respondents.
Table 2 lists the characteristics
typical of educated men and women .

the U.S.U.

faculty feel are

A broad, general understanding of

man's knowledge is the characteristic mentioned most often by the educators interviewed .

Eight persons expressed the sentiment that true

education goes beyond the specialty and encompasses the great books and
ideas of all the major disciplines.

Six persons suggested that an edu-

cated person is capable of contributing positively in some way to his
or her society.

Five felt that self-susteinance and employabil ity were

important characteristics of educated people, while four felt that selfexpression and communicational abilities warranted mention.
pondents mentioned an understanding of the world around.
noted the ability to use the scientific process.

Three res-

Three also

Beyond these responses,

as in Table l, there were a variety of suggestions by one or two faculty
members.
Table 3 lists what the faculty respondents felt should be the major
purposes of 'general education at the university.

Again, the broad under-

standing, the appreciation of a wide range of subjects, was mentioned
most often.

Twenty of the 34 persons answering this question mentioned

the endowment of a broad academic base upon students as a major purpose
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Table 2.

Responses to the question, "What wou l d you cons ider to be
the major characteristics of an 'educated' man or woman?"

Response

Number of
Responses

Has a broad, general understanding, in formed about
a variety of fields other than his own. Has an
appreciation of the great books in the major fie lds .

8

Has an aware ne ss of society. Can contribute to soc iety.
Understands societ?l needs, problems, resources .
Understa nd s our co untry's problems, is humanistic.

6

Has the ability, desire, information to sustain self
in society. Can earn a living, is employable.

5

Can write , speak, commun i cate, hand l e English. Is expressive.

4

Uses scient ific process. Is scientifically trained.

3

Has an appreciation of, knowledge of, philosophica l.
outlook on, the world, nature.

3

Is open-minded, can think for self.

2

Can distinguish themselves in or contribute to a major field.

2

Able to reason, think ratio nally, in prob lem solving .

2

Eager to learn about, has a knowledge of, the past.

2

What someone with a B.S. from a major college shou ld have.
Is well - rounded.
Gets along well with others .
Has a broad educationa l background.
Can synthesize, put together, information.
Can app ly information to a variety of situations.
Knows the significance of what they're doing.
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Table 3.

Responses to the question, "What do you think should be the
major purposes of general education at the university?"

Response

Number of
Responses

To give a broad view of life, to inform in a very broad
plan e, to give a good background in a variety of subjects,
to expand vision, to give an apprectation for various subjects, to make well rounded, to give a general appreciation
of the world, to give a broad training, to gi~e basic knowledge of various fields, to give an exposure to different
aspects of learning, to build a broad (academic) base, to
insure that students sample various colleges, to help peopl e
think comprehensively, to bring ideas together .
To avoid specialization, to give a knowledge outside of
special interests, to provide opportu nities outside of the
major field of specialization, to be an orientation not a
specialization, to provide an opportunity to take place i n
that part of the university outside the major, to broaden
the knowledge base beyond the education a1 and profession a1
fie l d.

20

5

To _give the ability to write and communicate, to enable -people .
to converse with various groups, to give the ability to "talk
with anyone," to give the ability to co nve rse with people in
vario us fields of learning.

4

To give one an appreciation of society, to give one a knowledge of hi s own culture, its values, its process, its government structures, to explore parameters of civilization .

4

To give one an app reciation of the environment, to give one
an understanding of the world, to show people how interesting
the 1•orld is.

3

To change (improve socially) behavior, to prepare good
members of society, to motivate people.

3

To help students in their specialty by giving them a better
understanding of people, to supply all areas the (specialist )
isn't competent to teach in.

2

To give a sense of appreciation to the individual.
To give one a sense of value and morality.
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Table 3 (continued).
Responses
To give a person the opportunity to have the kind
of life he might not otherwise have had.
To gi ve knowledge in a discipline.
To produce people who know the significance of
what they're doing (vocationally)
To produce people who are comfortable with
the acquisition of knowledge.
To provide a common experience .
General education is not necessarily applicable
to a state un i versity (U . S. U.) .

Number of
Responses
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of general education at the university.

The next largest category of

responses is somewhat supportive of, and similar to, the first. Replies
in this category stated general education should go beyond the major,
that it should surpass professional knowledge as to an orientation to
1 ife.

Thus, while 20 people said general education should promote

qroad learning, five said it should be an opportunity to go beyond the
specialized educational or occupational field. The development of communicational abil i ty and the bestowal of an appreciation of soc ieties
and cultures each were mentioned four times as purposes of genera l education . To give one an understanding of his or her world and its environment and the ability to improve self each received three mentions. No
other purposes were mentioned more than twice.
Summarizing the findings regarding faculty philosophic defintions
of general educat ion at U.S.U., the predominant response given by
faculty members interviewed is that general education should be a
broadening experience for students, providing an academic bac kground
more diverse and world-view oriented than the specialty can offer.
Societal awareness, communicational ability, self -i mprovement and ful f i llment, and the avoidance of over-special i zation are also noted with
some regularity; but in the minds of the U.S.U. faculty respondents,
the major philosophical premise of general education is that it involves
a broadening of outlook and a well-rounded academic perspective. It
must therefore be concluded that the consensus on the nature of general
education at the philosophic level is very strong.
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Objective-Oriented Definitions
Two types of objective-oriented definitions were described in
the literature review section of this thesis. Some objective-oriented
definitions are presented in terms of the academic areas students are
expected to be proficient in, while others outline the expected schol astic and functional skills students should develop.

To determine

faculty feelings about which objectives are appropriate for each of
the two variants of objective-oriented definitions, Likert-type ques tions were used .
Question 10 presented the respondents with six kinds of abilities
and asked them, "Please tell me how important yo u feel each of the following abilities is in determining if a person is generally educated . "
Table 4 displays the responses to this question. Virtually all of the
facu lty members interviewed felt that compositional and communicative
ability were either absolutely essential or very important in determining if a person is generally educated, with a vast 84 percent placing
it in the former category .

The abilities to utilize logic in analysis,

to understand and apply values, and to function within social institutions each received ratings of absolutely essential or very important
by more than 80 percent of the faculty intervie1ved.

Of i nterest, how-

ever, is the observat ion that five percent felt that the abil i ty to
function within social institutions was totally unnecessary and two
percent felt that it was unimportant .
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Table 4.

Selected U.S.U. faculty responses to the question, "Please
tell me how important you feel each of the follow ing
abilities is in determining if a person is ge nerall y
educated."

Ab-ility

Absolutely
Very Somewhat
UnEssential Important Important Important

Computat ional
Ab ility
(n=34)

21 %

47%

Compositional and
Communicative
Ab ility
(n=34)

88%

12%

Ab ility to Util iz e
Logic in Analysis
(n=34)

35%

48%

18%

Ability to Understand and Apply
Va l ues
(n=33)

39%

48%

9%

Ability to Identify
and Comprehend Art
in its Var i ous Forms
(n=33)

9%

32%

53%

6%

Abil ty to Function
With n Soc ial
Inst tutions
(n=32)

34%

50%

9%

2%

Totally
Unnecessary

32%

5%
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A somewhat smaller majority of the respondents, 68 percent, determined computational ability to be absolutely essential or very important,
but the total remainder of the respondents rated it as somewhat important.
The ability to identify and comprehend art in its various forms
was the only ability which was not considered absolutely essential or
very important by a majority of the respondents.
it that distinction,

While 41 percent gave

53 percent felt that it was somewhat important and

6 percent reasoned that it was unimportant. All of the respondents rated
all of the abilities as somewhat important or above, with the two minor
exceptions as noted, the abilities to ident ify and understand art, and
to function within social institutions.
Table 5, showing the data from survey question 11, utilized the
same Likert format and categories in requestihg the interviewees to
evaluate six different academic areas .
highly.

Aga in, communications was rated

Eighty-two percent of the educators stated that it was absolutely

essential and the remaining 18 percent said it was very important. Art
and humanities, life sciences, mathematical and physical sciences, and
social sciences all were rated as absolutely essential or very important
by 75 percent or more of the persons interviewed.

Only 39 percent, how-

ever, felt that physical education belonged in these two categories.
Forty-one percent called P.E. somewhat important, 6 percent said it was
unimportant, and 15 percent contended that it was totally unnecessary.
Aside from the lower ratings given P.E., the only areas which received
any description lower than somewhat important were social sciences, and
mathemat ical and physica l sciences. These two were each pronounced unimportant by one respondent (3 percent).
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Table 5.

Selected U.S.U. faculty responses to the question, "Please
indicate how important you feel each of the following areas
are in a general educat i on program."

Subject
Area

Absolutely Very
Somewhat
UnTotally
Essential Important Important Important Unnecessary

Communications
{n=32)

82%

18%

Arts and
Humanities
{n=34)

21 %

56%

24%

Life {Biological)
Scie nces
{n=34)

26%

53%

21 %

Mathematical and
Physical Sciences
{n=34)

21 %

56%

21 %

3%

Physical Education
(n=34)

15%

24%

41 %

6%

Social Sciences
{n=34)

18%

57%

22%

3%

15%

Before the respondents were given this 1 ist of academic areas to
evaluate, they were asked by question four of the interview schedule,
" . . . to which curricular areas do you think our students should be exposed?"

It is interesting that all of the curricular areas listed in

question 11 are mentioned by a majority of the interviewees, with the
exception of communications.
in question 11.

Communications was the highest rated area

The answers to this question are presented in Table 6

as the faculty members gave them. The various types of science they
named, such as "science," "hard sc i ence," and "natural science," made
it necessary to lump life sciences and physical sciences into one sc i ence category ; but almost every respondent mentioned some. type of science.
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Table 6.

Components of general education proposed in response to
the question, "To accomplish the purposes of general education you have mentioned, to which curriculum areas do
you think our students should be exposed?"

Curriculum Area

Number of Responses
SCIENCES

Sciences
Phys i ca 1 Sciences
Bi o1ogi ca 1 Sciences
Hard Sciences
Natural Sciences
Soft Sc ien ces
Mathematics
Chemistry
Biology
Physics
Botany
Zoology
Phys i cology
Bacteriology
Geology
Occult Science

7
9
6
2
1
l
5
3
3
2
l
l
l
l
l
l

Humanities
Philosophy
Literature
Languages

19

Arts
Music
Fine Arts
Theater Arts

15
6
l
l

Social Sciences
Histo ry
Sociology
Political Science
Economics
Anthropology
Cu lture

17

4
4
2

3

3
2
l
l
l
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Table 6 (Continued) .
Curriculum Area

Number of Responses
COMMUNI CATIONS

Communications
English
Public Speaking

The f i ve areas listed in the current requirements
all curriculums
a broad spectrum
traditional areas
an application of other fields
different curriculum for different students
business administration
agr i culture
nutrition

5
4
l

4
3
l
l
1

l
l
l
l
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Usually, small majorities mentioned each of subject areas required
under the current program, however, the majorities which mentioned these
subject areas in the open-ended question were muc h smaller than those
which applauded the same areas when the areas were presented to the respondents.

This could indicate that while the faculty members consider

these areas important when confronted with them, they don't by themselves formulate objective-oriented definitions of general ed ucation .
Hence, faculty consensus, goes beyond philosophical definitions to
include objective-or ien ted areas and skills.

But this consensus is

strongest when the areas are first outlined for the faculty. This implies that the faculty could construct a well-accepted objective-oriented
definition of genera l education, but that definition doesn't necessarily
exist in the minds of U. S.U. educators at this t ime.
Curricular Definitions
Twenty-nine of the 35 persons who were interviewed also completed
a course evaluation list.

Thi s list contained every course offered

which could be used to fulfill general education requirements at Utah
State.

The faculty members involved atain made use of a five-point

Likert scale to evaluate each of the 640 courses offered as general
education.

The categories in which the courses were to be placed were

as follows: very appropriate, appropriate, no opinion, inappropriate,
and very inappropriate.

The percentages used in interpreting the course

evaluation sheet are different than those in Tables 4 and 5. The figures
in Tables 7, 8 and 9 indicate the percent of the total responses at
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each class level .

The total responses are the number of courses at

the level of discussion times the number of respondents (29), minus
the nonresponses at that level.
Table 7 reveals how the respondents as a whole rated the various
classes, by class level, for applicability to general educat i on. More
than three-quarters of the 100-level courses were thought to be very
appropriate or appropriate.

Sixty-one 'percent of the 200-level courses

were pl aced in these two categories, while the 300- and 400-level each
had 48 percent placed there .

The percentage of 500-level courses drop-

ped to 42 percent .
Table 7.

Ratings given courses by faculty respondents in response
to the request, "Please indicate how appropriate you fee 1
these courses are to the General Education Pro gram by
placing the following initials- - 'VA" (very appropriate),
'A' (appropriate), ' W (no opinion), 'I' (inappropriate )
or 'VI' (very inappropriate)--in front of the course number. "
Very

Class Level

~. ppropri

No
!napate Appropriate Opin i on propriate

Very !nappropria te

100 1evel
(n=29)

15%

61 %

5%

17%

2%

200 1evel
(n=29)

9%

52%

9%

27%

3%

300 1evel
(n=29)

5%

43%

11 %

35%

6%

400 1evel
(n=29)

4%

44%

7%

36%

9%

500 1evel
(n=29)

4%

38%

7%

38%

13%
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Only 19 percent of the 100-level courses were judged inappropriate
or very inappropriate.

Thirty percent of the 200-level, 41 percent of

the 300-level, and 45 perce nt of the 400-level courses were listed in
these lower categories.

The 500-level was the onl y level at which a

major ity (51 percent) of the classes were considered inappropriate or
very inappropriate.
The overall pattern of all responses is predictable; as the class
level goes up, faculty acceptance as regards general education goes down.
Nonetheless, a sizable 42 percent of the 500-level courses still were
evaluated as very appropriate or appropriate, while almost half of the
300- and 400-level courses were li kewise accepted.
As the course evaluation sheets were being

~eypunched,

it became

obvious that aside from the group of persons who evaluated each and
every course independent 1y, there were . two other po 1a r i zed groups with
defin i te response patterns.

One group rated almost every course listed

as being very appropriate or appropriate .

The other gro up generally

rated the lower division (100 and 200 level) courses favorably as regards
general education, but opposed the use of upper division (300, 400 and
500 level) courses for general education.
Once the responses of these three groups were analyzed sepa rately,
the patterns of faculty attitudes became more understandable.

These

gro ups are labeled independents, diverse specialization advocates, and
broad fundamentalists (see Figures 1 and 2).
Broad fundamentalists view general education as an introduction to
the basic tenets and operations of the world's f unda mental areas of
knowledge.

They therefore co ns ider upper division courses as too spe-

cialized and complex to be included in general education program. This ·
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BROAD FUNDAMENTAL! STS

HUMANITIES

Ll FE SCIENCES
(BIOLOGICAL )

Figure 1.

PHYSICAL
EDUCATION

SOCIAL
SCIENCES

. MATHEMATICS

General lducation Conceptualized as a Broad , General
Understanding of Fundamental Areas of the Major Disciplines.
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DIVERSE SPECIALIZATION ADVOCATES

SOCIAL
SCIENCES

PHYSICAL
EDUCATION

SPECIALIZED
BODIES OF
KNOWLEDGE

0
\
LIFE SCIENCES
(BIOLOGICAL)
Figure 2.

MATHEt~ATICS

~
COi~t1U~!ICATIONS.

General Education Conceptualized as Varied Areas of
Specialization Outside of the Major.
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explains why these respondents rejected such a vast majority of the
upper division courses as general education material.
The group labeled diverse specialization advocates view general
education as knowledge in diverse areas .

This group accepts any type

of specialized knowledge as worthy of general education, as l ong as
the knowledge is outside of the specialty or major of the student involved.

The diverse specialization advocates' view of general education

cou ld be described as an "islands of knowledge'' approach.

It i s the

diversity , not the basicness, which validates curricula for general
education to these people.

Thus, they are not necessarily le ss inter-

ested in the quality or rigor of the U.S . U.

program, they s imply feel

that there are myriads of topics worthwhile for human learning and
each individual should select his or her particular blend for general
education.
As was pr eviously stated, 76 percent of all respondents felt that
100-level courses were very appropriate or appropriate.

Table 8 shows

the difference in course accepta nce among the three groups in relat i onship to this overall faculty response.

The seven faculty respondents

classified as broad fundamentalists pl aced 63 percent of the 100-level
courses in these two categories, while the 12 diverse specialization
advocates found 92 percent of 100-level courses that desirable for
genera l education.

The 10 independents described 66 percent of the

100-level clas ses as very appropriate or appropriate.

At this point,

broad fundamenta l ists appear more conservative in acceptance of co urses
for general education credit than the faculty overall.

The diverse

specialization advocates are far more likely to accept classes for
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Table 8.

Course ratings given by faculty re spo ndent s in response to
the request, "Please indicate how appropriate you feel these
courses are to the general education program by placing the
following initials--'VA ' (very appropriate), 'A' (appropriate),
'N' (no opinion), 'I' ( inappropriate), or 'VI' (very inappropriate)--in front of the course number."

Respondent
Group
All Faculty
l•lembers
(n =29)

Very
No
Appropriate Appropriate Opinion
100-LEVEL COURSES

Inappropriate

Very Inappropriate

15%

61 %

5%

17%

2%

Broad Fundamentalists
(n=7)

20%

43%

4%

30%

3%

Diverse Specialization Advocates
(n=l2)

13%

79%

3%

4%

1%

Independents
(n=l 0)

15%

51 %

9%

24%

2%

200-LEVEL COURSES
ll !faculty
Members
(n=29)

9%

52%

9%

27%

3%

Broad Fundamentalists
(n=7)

15%

19%

10%

49%

7%

Diverse Specialization Advocates
(n=l2)

8%

77%

6%

9%

1%

Independents
(n=lO)

5%

44 %

34%

34%

3%
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Table 8 (continued) .
Respondent
Group

Very

No
Opinion
300-LEVEL COURSES

A~~ro~riate A~~ro~riate

All Faculty
Members
(n=29)

5%

Broad Fundamentalists
(n=7)

I nap~roeriate

Very Inap~ro~riate

43%

ll %

35%

6%

4%

6%

70%

19%

Diverse Specialization Advocates
(n=l2)

8%

74%

7%

ll %

Independents
(n=l 0)

3%

31 %

21 %

42%

4%

400-LEVEL COURSES
All Faculty
Members
(n=29)

4%

Broad Fundamentalists
(n=7)

44%

7%

36%

9%

3%

4%

66%

27%

Diverse Special ization Advocates
(n=l2)

7%

74%

6%

13%

Independents
(n=lO )

2%

25%

12%

45%

6%

500-LEVEL COURSES
All Faculty

4%

38%

7%

38%

13%

Broad Fundamentalists
(n=7)

1'1

"

1%

4%

63%

35%

Diverse Specialization Advocates
(n=l2)

7%

71 %

8%

14%

Independents
n=lO

2%

22%

11 %

51 %

~1embers

(n=29)

14%
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general education than the total group.

The independents are less

lenient with their approbation, but not as conservative as the broad
fundamentalists.
The same pattern continues when the groups are examined in terms
of percentage of classes rated as inappropriate or very inappropriate
at the 100 level.
two categories .

All respondents comb ined placed 19 percent in these
The less generous broad fundamentalists found one-

third of the courses unacceptable, while the diverse specialization
advocates placed only five percent in these two categories .

The in-

dependents found 26 percent of the 100-level courses inappropriate or
very inappropriate.

Again, the broad fundamentalists are 1ess willi"ng

to concede general education applicability than the group as a whole;
while the diverse specialization advocates -suggest that next to nothing
( 5 percent) is inappropriate for genera 1 education.

The independents

are more co nservative than the total group of respondents, but less conservat ive than the broad fundamentalists.
The pattern continues through the 200, 300, 400 and 500 course
levels. As the course level increases, the differences between the
broad fundamentalists and diverse specia lizati on advocates becomes
more pronounced.

While the independent gro up is more conservative

than the facu lty as a whole, it is somewhere in between the other two
groups in its evaluation of course suitabi lity for general education.
Again, combining

the categories very appropriate and appropriate pro-

vides the percenta ge of courses which are definitely accepted as

~aving

merit in a general education program, while comb inin g the two categories
inappropriate and very inappropriate provides the percentages of courses
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at each level which are not accepted for general education by each
group.

For the remainder of this section, the responses will be com-

bined in this way, reducing the responses to "appropriate" and ''inappropriate" for general education.
At the 200 level 61 percent of the courses were rated appropriate
by the total group.

Only 34 percent of the courses were considered ap-

propr iate by the broad fundamentalists, while 85 percent were approved
of by the diverse specialization gro up .

Forty -n ine percent received

this approval by the independent group.

The "inappropriate" percentages

continue to reflect this pattern.

More than half (56 percent) of the

200- level courses were considered inappropr iate by the broad fundamentalists, while only 10 percent were so deemed by the diverse specialization
advocates .

This compares to 30 percent of the total group and 37 per-

cent of the independent group.
At the 300 level, about half (48 percent) of the courses were considered appropriate by all the responde nt s.

While the broad fundamental-

ists considered only four percent of these courses as appropriate and
none as very appropriate, 82 percent were acceptable to the diverse
specialization advocates .

One-third of the courses (34 percent) were

considered appropriate by the independent group.

Forty-one percent of

the courses were considered inappropriate by the total group. The broad
fundame ntalists consider 89 percent of these courses inappropriate,
while only 11 percent are so viewed by the diverse

special~iation

group .

Forty-six percent were rated as inappropriate by the independent group .
The responses give n in evaluating the 400-level courses show no
deviation from the established pattern.

The total faculty group again
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found 48 percent of the courses appropriate.

The broad fundamentalists

found no courses valued as very appropriate and only three percent were
considered appropr i ate .

The diverse specialization advocates found

81 percent of the courses as appropriate, although only 7 percent were
deemed as very appropriate.

The independent respondents found 27 per-

cent of the 400-level courses as appropriate.

While 45 percent of the

courses we re judged inappropriate by all of the respondents, 93 percent
were considered as inappropriate by the broad fundamentalists, as
opposed to only 13 percent of the diverse specializat ion advocates.
It is interesting that all 13 percent were judged "inappropriate";
the diverse specialization advocates found, at most, less than onehalf of one percentofthe 400-level courses ve ry inappropriate. The
independent group rated half (51 percent) of these courses as inappropriate .
The total faculty group found 42 percentofthe 500-level courses
appropriate, as opposed to 24 percent of the independent group.

A mere

two percent of the courses were rated as appropriate by the broad fundamentalists. The diverse specialization advocates, however, placed 78
percent of the cl asses in that category.

While 51 percent of all

faculty responde nts answers and 65 percent of the replies given by the
independent group displayed inappropriate 500-level co urses, the other
two groups again seemed more dichotomous in their responses. Ninetyeight percent of the 500-level courses were judged inappropriate for
general education by the broad fundamentalists, as opposed to only 14
percent of the courses as evaluated by the diverse specialization advocates .
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Summarizing this segment of analysis: The faculty as a whole finds
courses less acceptable for general education as the course level increases .

There are, however, three groups which the faculty can be

divided into to examine faculty opinion more precisely.

The group

labeled broad fundamentalists generally accepted only introductory or
basic level classes as general education material .

The third group,

diverse specialization advocates, accept a vast majority of all courses
as acceptable for general education .
Table 9 disp lays how the entire faculty sample evaluated the gen eral education courses by individua l colleges.

Most of the courses in

each college were evaluated in a manner similar to the way all the respondents judged the general education curricula as a whole.
however, some minor exceptions.

There were,

In the Business, Education, and Humani-

ties, Arts and Social Science colleges, 500-level courses were rated
slightly more desirable than 400-level courses.

In Aerospace Studies

only 25 percent of the 100-level courses were found to be appropriate
for general education by the respondents, and only 17 percent of the
200-level courses.

Sixty percent of the 100-level and 72 percent of

the 200 -l evel Aerospace Study courses were judged to be inappropriate.
The respondents were arbitrarily placed in one of the three cate gories described: broad fundamentalists, diverse specialization advocates, and independents.

These were in fact ideal types.

Individuals,

not clones, were interviewed, and not all fell perfectly into these
pigeonho l es.

Some of the respondents who were placed in the independent

category tended towards the broad fundamentalist group, but showed less
regularity in their response than the latter. Some of the persons placed
in the broad fundamentalist group would rate only the first of a series
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Table 9.

Course
Level

Percentages of course ratings given by faculty respondents
in response to the request, "Please indicate how appropriate
you feel these courses are to the general education program
by placing the following initials--'VA' (very appropriate),
'A' (approprite), 'N' (no opinion), ' I' (inappropriate ) or
'VI' (very inappropriate)--in front of the course number.
Absolutely
Essential

Very
Im~ortant

Somewhat
Im~ortant

Un-

Tota 1ly Un-

im~ortant

necessar~

100

20%

AGRICULTURE
48%
8%

19%

5%

200

10%

39%

11 %

31 %

8%

300

3%

34%

14%

41 %

7%

16%

50%

33%

400
500

100

15%

BUSINESS
55%
5%

20%

5%

200

14%

42%

12%

27%

5%

300

3%

36%

12%

36%

12%

400

4%

39%

4%

43%

500

11 %

43%

9%

26%

11 %

100

21 %

EDUCATION
54%
9%

13%

3%

200

6%

21 %

29%

35%

9%

300

9%

40%

ll %

32%

8%

400

9%

38%

5%

34%

14%

500

7%

44%

4%

30%

15%

11 %
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Table 9 (cont inued).
Course
Level

Absolu tel y
Very
Somewhat
Essential Important Important

Totally UnUnimportant necessary

100

7%

ENGINEERING
56%
19%

11 %

7%

200

4%

71%

7%

11%

7%

37%

15%

33%

15%

300
400
500

100

16%

FAMILY LIFE
11 %
50%

18%

5%

200

10%

54%

10%

16%

9%

300

7%

42%

10%

31 %

9%

11%

43%

12%

29%

6%

100

16%

H.P.. S. S.
62%
5%

16%

1%

200

10%

58%

8%

23%

1%

300

5%

48%

11 %

32%

4%

400

5%

54%

7%

28%

7%

500

5%

46%

7%

31%

ll %

33%

4%

400
500

NATURAL RESOURCES

1DO
200
300
400
500

9%

40%

14%
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Table 9 (continued).
Course
Level

Abso l utely
Essential

100

14%

200

6%

300

2%

Very
Im~ortant

SCIENCE
66%

Somewhat
Imeortant

Unim~ortant

Totally Unnecessa r,)'

3%

17%

48%

10%

35%

35%

11 %

44%

8%

400

25%

6%

55%

14%

500

22%

7%

53%

18%

100

AEROSPACE STUDIES
25%
16%

30%

30%

200

11 %

26%

26%

300
400
500
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of two or three lower division courses as appropiate for general education, while others would rate the entire series as appropriate. Marginal
notes on the course evaluation sheets of many of the independent and
broad fundamentalists groups expressed distaste ov er the utilization of
500-level courses for general education.
Some 500-level courses, however, have more basic sounding titles
than 300 - or400 -level ones.

This helps to explain why, in Table 9,

500 - leve l courses were accepted slightly more than 400-level courses in
three of the

coll~;ges.

in Business are
Systems,

For instance, the two 500-level courses listed

History of Economic Thought

both somewhat basic topics.

ment: Adolescence,

and

Comparative Economic

Education offers

Human Develop-

while H.I\..S.S. includes Introduction to Linguistic s

at the 500-level.
The displeasure with Aerospace Stu·d ies displayed in Ta.ble 9 seemed
to be a reaction against the granting of genera l education credit for
milita ry-related curricula; the idea was expressed by some respondent s
that war-related learning activities were not worthy or an educated person.
The course list itself was long, and many people rated cl usters of
classes together to save time.

But while the instrument itself was not

perfect, and the respondents were not perfect types, the results are
still clear: two divergent ways of conceptualizing general education
curriculum exist at Uta h State University.
Speci fie Faculty Course Preferences
The ratings given the general education courses by the respondents
ranged from very appropriate to very inappropriate. Since a Likert scale

100
was used, it was possible to assign scores to the responses; very appropriate was five, appropriate four, no op inion three, inappropriate
two , and very inappropriate one.

By computer analys i s the scores were

used to determine the average ranking of each of the 640 courses. The
classes 1vere then ranked according to their average scores, from the
highest to the lowest.

Appendix C presents this or der.

The preferences expressed by the facu lty in this rank ing were consistent with other findings in th i s thesis. The first 19 courses rece i ved
ratings of 4.0 or greater, and all were 100-level courses. Oil the f i rst
33 classes only the twen t y- second rated course, Philosophy 210, Deductive Logic, was not a 100-level offering.

Of the first 105 courses,

only the seventy-second ranked, PS 384, General Ecology, was above the
200 level.

The highest ranked 400-level course was History 438, The

Civil War and Reconstruction ·, rank ed number 149.

Constitutional Hi sto ry

of the United State s, ra nked number 222, was the highest rated 50G-level
class.

The obvious lesson here is a reiterat i on of an earlier finding,

as class le ve l goes up, desi rability for ge neral education ap plication
goes down in the eyes of the U.S.U. faculty.
Most of the lower-rated courses were upper division (300 level and
above).

Of the l owest-rated 100 classes, onl y Ag . Ec. 200 , Ag ri cultural

Industry Analysis, and the Air Sc ience courses, were not upper division.
Again , anti-mil Hary sentiment seemed to be the reason for the low
Aerospace Studies ratings.

The two lowest-rated courses were, in fact,

two ·ZOO-level Air Science classes.
The top-rated courses had the flavor of traditional liberal educ ation.

General Psychology, Great Books and Ideas, Introductory Geology,

l 01
Ethics, and Biology and the Citizen all reflect the traditional

conten~

based liberal education ideas, as do the next several highly-rated classes.

The lowest-rated classes, aside from the Air Science classes, have

very specialized titles, implying content intended for a particular
major.

Some of these courses are

l~ethods

of Theoretical Physics,

Advanced Engineering Mathematics, Nuclear Detection Methods, and Instrumental Analysis.
As noted, only three percent (19) of the courses averaged a 4.0
rating or higher.
ing.

This would be the equivalent to an "appropriate" rat-

Seventy -th ree percent (465) of the courses were at or above 3.0,

the numerical equivalent to "no opinion." The rema ini ng 27 percent (175)
were scored betv1een 2.966 and 2.148.

There were no classes which averaged

near the "very appropriate" or "very inappropriate" levels.
To summarize, the most preferred classes were lower division classes
dealing with basic topics.

The least preferred courses were the upper

division courses with very specific topics, with the exception of the
Air Science courses.

In between, along the 640-course continuum, were

the less basic and less specialized courses.
Relationships Between Definitional Levels
There is an inverse relationship between the definitional refinement of general education and faculty agreement as to its philosophical
level of concept ualization ; general education should be a broadening
experience.

At the objective-oriented level of conceptualization there

is some consensus when faculty members are asked to mention the objective areas and skills which general education shou l d develop, but a much
stronger agreement occurs when the faculty is presented with a list of
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these areas and sk ills, then asked to evaluate

them.

This indicates

that the faculty in the past may not have been extremely concerned with
the objectives that a general education program should accomplish.

If

given consideration, however, there exists potential for very strong
consensus on an objective-oriented definition of general education at
U.S.U.

Finally, there are two basic curricular definition modes of

thought at U.S.U.

Broad fundamentalists recognize general education

as a broad survey of the basic fields of knowledge; while diverse spe cialization advocates interpret general education as a diverse sampling
of the intricacies and specialties offered by the major divisions of
knowledge.

Each group determines course el i gi bi 1i ty for genera 1 educa -

tion according to its respective view; broad fundamentalists accept only
introductory and survey courses, while diverse specialization advocates
contena that almost any class outside of the student's major is appropriate, as long as there are distribution requirements. A residual

grou~

labeled as independents in this t hesis, show less tendency toward either
type of thinking .
· The objective definition which the U.S.U. faculty has, or could
ha·ve, is compatable with the main premise of their philosophic definition.

The areas and skills rated highly by the faculty wou l d provide

a broadening experience.

At the very least these objectives provide

the analytical to_ols, in the form of skills, and the areas necessary
for study, to effect this broadening.

Both types of curricular defini-

tions discussed may, however, not be supportive of these objectives, or
the philosophical def inition.

At its extreme, broad fundamentalism may

provide material so basic as to be only a recapitual ization of high
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school mater ial.

Diverse spec i alization cou ld, and as discussed in the

1iterature, often does, lead to students taking specialized courses relating closely to their major, avoiding a real distribution over the
major areas of knowledge.
tion

It is conceivable that diverse specializa-

could also lead to students taking upper-division courses which

have no obvious integrative relationships with one another. This bestows
the student with a collection of high-level tri vi a , but no integrated
general education.

Thus without a more specifically defined and agreed-

upon curricular definition, even if that definition represents a compromise, it is doubtful the current general education curriculum can be
compatable with faculty general education philosophies and objectives.
Faculty Acquaintance With and Interest
in the Current U.S.U. General
Education Program
Faculty respondents were asked by question five, "How well are yo u
acquainted with the General Education Program at Utah State University?"
Table 10 shows that 45 percent (15) of the respondents stated that they
were well acquainted with the U.S.U. general

education · progra~.

The re-

maining 55 percent reported that they are not well acquainted wi th the
program . This indicates that interest in the program is not great, since
it can reasonably be assumed that in most cases a person interested in
the program would be acquainted with it.
Table 11 considers the acquaintance of advisor and nonadvisor
faculty with the general education program.

Sixty-two percent of the

interviewees who advised undergraduate students reported that they were

104
Table 10.

Response to the question, "How well are you acquainted with
the Genera 1 Education Program at Utah State University?"

Response

Percentage of Faculty Respondents

Well Acquainted
(n=l5)

45%

Not Well Acquainted
(n=l8)

55%

No

An s~1er

(n=l)

Table ll.

Response to the question , "How well are you acquainted with
the General Education Program at Utah State University?"
by advisor and nonadvisor faculty groups.

Respo nse

Percentage of Facu1tl ResEo ndents
Advisor
Nonadvisor

Well Acquainted

62%

17%

Not Well Acquainted

38%

83%

(n=21 )

( n=l2)

No Answer (n=l)
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well acquainted with the program.

Only 17 percent of the nonadvisors

felt well acquainted with the U.S.U. general education program; a large
major ity of the nonadvisors, then, felt that they were not well acquainted.

On the other hand, 38 percent of the advisors felt that they were

not well acquainted with the program.
Table 11 indicates that the dominating factor in the determination
of faculty interest in the U.S.U. general education program is advisorship.

A fair majority of the undergraduate advisors state they are well

acquainted with the program, while a vast majority of the nonadvisors
report that they are not.

This suggests that it is duty, rather than

intellectual idealism, which generates this interest, and this interest
is mediocre at best.

Those professors with students to advise learn

enough about the program to perform this task.

Most U.S.U. faculty

members without this responsibility don't bother.

This is consistent

with the general lack Qf interest shown in genera l education at colleges
and universities nationwide, as discussed in the literature review of
this thesis.
Faculty Satisfaction With the Current
U.S.U. General Education Program
Faculty respondents were asked by question seven, "How well are
you satisfied with . our present general
are listed in Table 12.

~ducation

program?" The results

A small majority (60 percent)oftherespondents

who were advisors stated that they were satisfied with the current program, while an almost identical size majo rity (58 percent) of the nonadvisors were not satisfied.

It must be noted, however, that si x of

the seven nonresponses were not advisors (there were only seven non-
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Table 12.

Response

Responses to the question "How well satisfied are you with
our present General Education Program?" by advisor and nonadvisor faculty groups.
Percentage of Faculty Reseondents
Advisor
Nonadvisor

Satisfied

60%

43%

Not Satisfied

40%

57%

No Answer

advisor respondents).

~lost

(n=20)

(n=7)

(n=l)

(n=6)

of these nonrespondents felt that they were

not well enough acquainted with the program to make a judgment of it.
Overall, however, faculty advisors seem slightly more satisfied with
the U.S.U. general education program than faculty non-advisors.
It can be suspected that the advisors were satisfied because they
desire no more changes.

Of the nonadvisors three were satisfied, and

four were not, a very small sample to try to analyze further . Those who
were not satisfied, however, had nothing to lose (or to relearn) by
expressing dissatisfaction.
Question eight asked, "What do you think are the strengths and
weaknesses of the present program?"

Table 13 1 ists the responses just

as they were given by the interviewees.

The strength that is listed

by the largest number of respondents is ironically also the most mentioned weakness.

The wide variety of courses is lauded as a strength

by six persons and decried as a weakness by nine others.

Four persons

felt that the group distribution requirement was a strength .

Beyond

this, no more than two respondents agreed on any particular strength
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Table 13.

Responses to the question, "vlhat do you think are the
strengths and weaknesses of the present program?"
Number of
Responses

Response
STRENGTHS
It's not too specific of limited. There is latitude
for the individual, a wide variety of courses.

6

It requires distribution in the five basic areas,
the group filler idea is good

4

It makes people broader.
The classes offered are good.
Students can get credit for previously
acquired learning.
Communications areas have improved.
WEAKNESSES
There are too many courses.
The G.E. program i s constant ly redirected.
G.E . is left to the student, who is inexperienced.
Students opt for easy classes .
Students can CLEP out of needed classes.
There are low quality teachers for G.E.
It doesn't require students to take needed classes.
It's not flexible enough.
Students could have a broader classical education.
Requirements are too easy to fill.
There is too much bureaucratization
by the G.E . committee

9

100

Table 13 (continued).
Number of
Responses

Response
WEAKNESSES (continued)
Irrelevant courses fill group fil l er areas.
It lacks philosophy and definition
Students need permission to take some courses.
The staff restricts students.
Open-mindedness isn't emphasized enough .
Too much specializat ion is all owed.
There are too many humanities courses.
Students can CLEP math with no college - level al gebra.
Too many hours can be accumulated without
adequate checks by facu l ty .
It should have a foreign l anguage requirement.
The communication requ i rement is weak.
It needs more earth - science courses.
It needs a course in computers.
It needs more math .
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or weakness.

Many of the weaknesses offered were simply courses or

course areas 1·1hich one or two ind ividu als felt the current program
1acked.

The large number of courses avai l able for general education credit
was at once the major strength and the major weakness offered by the
faculty respondents.

This reflects the di vis i on between the broad fun-

damen t alists and the diverse specialization advocates .

The lack of

other consistent praise or criticism , along with the large number of
nonresponses from those who didn't advise, su gges ts an overall disinterest in general education, both as a concept and as a program at
Utah State Uni versity.
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Chapter V
SUMMARY OF THE FINDINGS AND RECOMMENDATIONS

This thesis examines faculty definitions of and attitudes toward
general education at Utah State University.

The survey it is based on

is part of a three-phase study being performed by the Provost's General
Education Evaluation Committee. The survey consisted of a tape-recorded
oral interview involving 13 questions, and a course evaluation list.
This list asked faculty members to rate each and every course offered
for general education credit.
An extensive literature review revealed three fundamental levels
of general education conceptualization : philosophical, objective-<Jriented
and curricular.

The interview schedule was designed to assess faculty

definitions at all three of these levels.

In addition, there were ques-

tions dealing with faculty interest in and satisfaction with the program.
It was found that the faculty members agreed, at the philosophical
level, that general education should be a broadening experience.

At

the objective-oriented level there is very strong agreement on what
these objectives should be when the respondents are presented with the
objectives first, but somewhat less salient agreement when faculty members are asked to list these objectives themselves.
level, three basic groups become apparent.

At the curricular

Broad fundamentalists rated

only lower division courses as acceptable fot· general education. Diverse
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specialization advocates accept almost every class offered as suitable
for general education, as long as distribution requirements are met. A
residual group, independents, rated classes on an individual basis.
It was found that lower level general education classes were rated
highest by the faculty.

As class level went up, from the 100 level to

the 500 level, faculty acceptance of these courses for general education
went down.

The major exceptions to this trend were the ratings given

the Aerospace Studies courses.

These were rated l ower because of their

military affiliations.
Faculty members as a who l e did not show great interest in general
education at U. S.U .

Advisorship was shown to be the greatest factor

influencing acquaintance with the Utah State program.

This interest

appears to be more a function of advisor responsibility than intrinsic
concerns for education.

Nonadvis6rs were slightly less satisfied with

the U.S.U . program than advisors, but the sample was small and the nonadvisors could express discontent without the fear of another set of
requirements to learn .
Recommendations
The following recommendation s are made regard ing general education
at Utah State Univers i ty:
1.

Faculty members should be aware of the political nature and
process es of general education curriculum building.

2.

General education planners at U.S.U. should recognize the
two major types of curricular definitions prevalent among
the faculty; labeled as broad fundamental ism and diverse
specialization within.
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3.

Identification of levels of conceptualization should be made
in general education dialogue.

The three identified in this

thesis, philosophical, objective-oriented, and curricular,
can contribute to th-is focus.
4.

U.S.U. educators should seek to create nominal definitions
of general education, rather than trying to find real ones.

5.

Improvements in general education at U.S.U . should be made
within the structure of the current program.

6.

Interest in general education should be promoted among
faculty members at Utah State University.

If faculty members at Utah State were made aware of the political
nature of general education curriculum building, as was discussed in
the literature review, this process could be more straightforward and
productive .

The discussions about what general education is could more

fruitfully be replaced by discussions of what general education should
be at Utah State University.

This requires recognition that philosophi-

cal definitions of general education do not translate themselves into
general education objectives; and likewise these objective-oriented
definitions do not imply specific courses.

Rather,

t~e

construction of

all three of these levels of definitions is a political process. This
process should involve as many faculty members as possible in the construction of general education at Utah State University.
Beyond the recognition of the political process, recognition of
the political division is also important.

This thesis has attempted to

define a part of this division, as it exists on the curricular level.
While the broad fundamentalists seek to promote a program conducive to
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an understanding of basic areas of learning, diverse specialization
advocates strive for a program which would give the student as much
latitude as possible in experiencing depth in widely varying scholastic
area s.

Agreement between the two groups exists on the philosophic level.

There is great potential for agreement on an objective-oriented definition.

Recognition of the division in thinking at the curricular level

can promulgate the formation of agreement or at least a more effective
form of compromise at this level .
Faculty discussion of general education can be more productive
if the three levels of definition discussed in this thesis are recognized and utilized.

Dialogue will continue to lack focus when one

professor is making reference to the philosophical dictums of Milton
and Whitehead, while another is elaborating on part icular courses which
could or should be included in a program.
U.S . U. faculty interested in the formulation of general education
definitions applicable to the program should look to nominal, not real
definitions on the objective-oriented and curricular levels .

Robert

Bierstadt (1959) explains that a real definition states that two expressions, each of which has an independent meaning, are equivalent to
each other; it has truth

clai~s.

i.e., it is a proposition; and it can

be used as a premise in inference.

Since every university, including

Utah State, defines for itself on the objective and curricular levels
what general education is, truth claims, equivalent meanings, and inferential premises are not necessary.

A nominal definition, which Bier-

stadt describes as "a declaration of intention to use a certain word or
phrase as a substitute for another word or phrase," is sufficient. The
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phrase "general education" should describe the objectives and courses
best suited to the phrase by the Utah State faculty.

By removing the

obstacles of real definitions, faculty members can develop definitionally guided programs which can objectively be measured for effectiveness
and efficiency.

Quite simply, this can be done by formulating state-

ments which best represent the U.S.U . faculty's conceptualization of
general education, then evaluating the program on the basis of these
statements.

Again, discussions of what general education "really" is

are not necessary beyond the philosophical level.
Utah State Un i versity, like most of its contemporary counterparts,
has a strong department-oriented organization .

U.S.U. 's land-grant

origin and research orientation only strengthens this trait. It v1ould
be difficult t o establish a general education program independent of
the departments involved .

It is recommended

that improvements in the

Utah State program be made within the existing structure.

A possible

compromise between the broad fundamentalists and the diverse specialization advocates exists within this structure.

The current require-

ments demand 46 hours of general education courses, distributed over
five academic areas.

Students are also required to take 60 upper

division credits during their collegiate careers.

A portion of the

group-filler requirements could be restricted to only basic and survey
types of courses; then by requiring part of the upper division courses
to be outside of the major, the students could be exposed to elements
of both broad fu ndamentalism and diverse specialization.

An option is

already avai l able for students to take a test to waive any part of the
general education requirement they feel they are already proficient in .
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Other possibilities exist for improving general education at Utah State .
Faculty members have expressed concern about the frequent revamping of
general education at U.S.U., hence, it is doubtful they would support
any sweeping change.

The disinterest shown general education by the

faculty indicates they are more likely to react to, rather than act on,
a motion which would again force them to memorize a new set of require ments.

Situations similar to Utah State's throughout the country have

led the Carnegie Foundation to conclude, "in general, quiet, continual,
orderly change is usually more effective than highly publicized exten sive change attempted all at once " {Missions, 1978:258).
Perhaps the plainest finding of this study is that_most faculty
members at Utah State University are not inherently interested in the
general education program.

More than half are not even we ll acquainted

with it; and those who are may be so only because of their advising responsibilities. If a sound, definitionally guided program is to be
developed at Utah State, it must be done with the support of an informed
faculty; otherwise the program will die from a lack of academic nourishment.

Those facu lty members already interested in general education

must utilize every opportunity to spread this interest.

General edu-

cation development must be seen as a challenge, not a chore, if the pro gram at Utah State is to be meaningful .
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APPENDI X A
Amer i ca n Colle9e Testinq Servi ce
COLLEGE OUTCOME MEASURES PROJECT (COMP/ACT)
Many tests that currently exist measure knowledge of content or ability
to do "academ i c work."

The COMP / ACT Assessment Package measures some-

thing different: the ability to use and apply six skills believed to
be important for a variety of adult roles outside college.

The six

skill areas are:
A.

Communicating: Ability to send and receive information in
a variety of modes (written, graphic, oral) for a variety
of purposes (to inform, to persuade, to analyze).

B.

Solving Problems: Ability to define a variety of problems,
select approaches to solve them, generate solutions, collect
information, check logical consistency, select a good solution, and evaluate the process by which a problem was solved.

C.

Clarifying Values: Ability to identify one's own values and
the va l ues of others, understand how values develop, and
analyze the implications of decisions made by oneself or
others based on those values.

D.

Functioning Within Social Institutions: Ability to identify
those activities and institutions which constitute the social
as~ects

of a culture, understand the impact that social insti -

tutions have on individuals, and analyze one's own and others'
personal functioning within social institutions.
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E.

Using Science and Technology: Ability to ident ify the scientific/
technological aspects of a culture, understand the impact of
such activities and products on individuals and the environment, and analyze the consequences of use of technological
products for one's own self and the culture.

F.

Using Art: Ability to identify those activities and products
which co nstitute the artistic aspects of a culture, understand the impact that art in its various forms has on individuals, and analyze one's own and others' use of works of art.

Steven K. Baily
What if the diverse institutions and instruments that constitute
our educational system should consciously address ... bedrock realities
with the following basic purposes in mind:
--to help persons anticipated and increase their capacity for
creative engagements with majo r predictable changes (phys ical
and psychological) in their stages of development.
- -to help persons in their concentric communities to cope, to
work and to use their free time in ways that minimize neurotic
anxiety and boredom and that maximize inner fulfillment and
joyful reciprocities.
--to help people learn the arts of affecting and enveloping
polity in order to promote justice and to secure the blessings
of liberty for others as well as for themselves.
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Morton S. Baratz
And what skills are essential for effective self-teaching, for
learning how to learn? They fall into one or another of three broad
categories : basic, general and specialized.
--The basic skills are the modern version of the three R's:
communications, oral, and written; and computational-mathematical.
- -The general skills include the ability to form conceptions and
hypotheses, to develop theoretical schema and then test them
deductively to inductively (as the case may be), and to draw
logical inferences and conclusions. In si mpler language, the
general skills are those involved in systematic thought and
analysis.
--Finally, education for a l i fetime necessitates acquisition of
at least a few specialized skills, including but not limited
to laboratory techniques, survey research, ceramics, acting,
dancing, accountancy, statistics,

~usical

composition--and

so on.

Dani e1 Be 11
The content of liberal education can be defined through six
purposes:
1.

To overcome intellectual provincialism;

2.

To appreciate the centra li ty of method (i . e., the role of
conceptual innovation):

3.

To gain an awareness of history;
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4.

To show how ideas relate to social structures;

5.

To understand the way values infuse all inquiry;

6.

To demonstrate the civilizing role of the humanities.

K. Patricia Cross
The world's work can be roughly catalogued under three major headings.

To put it as directly as possible, we need people to work with

people; we need people to work with things; and we need people to work
with ideas.

I propose that we aim for an ultimate goal in which each

citizen attains excellence in one sphere and at least minimal competence
in the other two.

W. Jack Duncan
All higher education must accomplish four goals: 1.
the ability to think logically, 2.

to provide

to convey the skills necessary to

communicate clearl y, 3. to provide insights to assist in making moral
judgements and 4. to encourage discrimination in matters of value determination.

Ca ro 1 Gua rdo
All education in the university pivots around the concept that
the educated person has 1 iberal characteristics --1. the ability to
gather information objectively, 2. to analyze and synthes i ze information logically, 3. to draw and express conclusions creatively, 4. to
communicate clearly, and 5. to evaluate the uses of knowledge ethically.
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Harvard Report on the Core Curriculum
l.

An educated person must be able to think and write clearly and
effectively.

2.

An educated person should have a critical appreciation of the ways
in which we gain knowledge and understanding of the universe, of
society, and of ourselves. Specifically, he or she should have an
informed acquaintance with the aesthetic and intellectual experience
of literature and the arts; with history as a mode of understanding present problems and the processes of human affairs; with the
concepts and analytic techniques of modern social science; with
philosophical analysis, especially as it relates to the moral
dilemmas of modern men and women; and with the mathematical and
experimental methods of the physical and biological sciences.

3.

An educated American, in the last third of this century, cannot
be provincial in the sense of being ignorant of other cultures and
other times . It ·is no longer possible to conduct our 1 ives without
reference to the wider world within which we live. A crucial difference between the educated and the uneducated is the extent to
which one's life experience is viewed in wider contexts.

4.

An educated person is expected to have some understanding of and
experience in thinking about moral and ethical problems. It may
well be that the most significant quality in educated persons is
the informed judgement which enables them to make discriminating
moral choices.

5.

Finally, an educated individual should have achieved depth in some
field of knowledge. Cumulative learning is an effective \Vay to
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develop a student's powers of reasoning and analysis, and for our
undergraduates this is the principal role of concentrations.

B. Lamar Johnson
The general education program aims to help each student increase
his competence in:
l.

exercising the privileges and responsibilities of democratic
citizenship.

2.

developing a set of sound moral and spiritual values by
which he guides his life.

3.

expressing ... thoughts clearly in speaking and writing, and
in reading and listening with understanding.

4.

using the basic mathematical and mechanical skills necessary
in everyday life .

5.

using methods of critical thinking for the solution of
problems and for the discrimination among values.

6.

understanding his cultural heritage so that

he may

gain a perspective of his time and place in t he world.
7.

understanding .. . interaction ... with ... biological and physical
environment so that he may adjust to and improve that environment.

8.

ma intaining good mental and physical health for [self] ... family
and ... community.

9.

developing a balanced personal and social adjustment.

10. sharing

the development of a satisfactory home and family life .

11. achieving a satisfactory vocational adjustment.
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12.

taking part in some form of satisfying creative activities
of others.

Samuel H. Magill
Finally, as Whitehead said, education has the business of empowering persons by giving them the art of utilizing knowledge.

One way

of achieving that aim is by acquiring basic competencies or skills
which equip the individual to li ve effectively and enjoyably. My list
of basic competencies would include the following:
communications skills--the capacity to write, speak and listen
effectively and to use symbolic language like mathematics and computer
1anguage;
analytic skills--the capacity to reason, to problem-set and to
problem solve;
interpersonal skills --t he capacity to empathize, to develop and
nurture intimate relationships, and to live and work effectively within group situat ions ;
recreational skills--the capacity to engage zestfully in activities
which are personally self-reneweing such as play and life-long learning;
citizenship skills--the capacity to live effectively and respons ive ly in the polis, one's society or state and, in our time, in world
society; armed with these engines of empowerment, individuals would be
fare better equipped to meet the world on its terms than many are now.

James C. Starn
For economic success and a rich and rewarding life during this
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period, a professional will need to be not only skilled but also
adaptable. Hence a sound education for a career should provide, in
addition to practical training, the philosophical perspective which can
most easily be attained through study in the liberal arts. A college
education should develop in students:
l.

conceptual skills (the ability to grasp relationships
between abstract concepts),

2.

verba l facilities and communication skills,

3.

basic mathematical skills,

4.

human relations skills (the behavioral sciences are helpful
here),

5.

inquiry skills (the ability to find relevant information and
collect data for decision making),

6.

problem solving skills (and a sense of history is not irrelevant
here),

7.

self-assessment skills (the ability to fairly and honestly
understand oneself in relation to the world, literature, philosophy and psychology and sociology are all helpful here),

8.

a level of intellectual and cu ltural sensitivity which will
insure a rich and rewarding life of self-fulfillment, good
citizenship and productive leisure,

9.

the ability to formulate a viable value system, since everything we do and every decision we make is based on our value
system.
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A catalog of objective-oriented definitions found in
Missions of the College Curriculum
The Carnegie Foundation for the Advancement of Teaching
A CATALOG OF GOALS OF HIGHER EDUCATION
The following catalog of goals was developed by Howard Bowen for
his study on Investment in Learning : The Individual and Social Value
of American Higher Educat ion.

The goals have been identified in a

reading of more than l ,000 goal statements in the writings of noted
educational philosophers and critics of the past and present, reports
of public commissions and faculty committees, and statements of leading educators in speeches, articles, and institutional reports.
I.

Goa l s for Individual Students
A.

Cognitive Learning
l.

Verbal skills. Ability to comprehend through reading and
listining and to speak and write clearly and correctly.
Effectiveness in the organization and presentation of
ideas in writing and in discussion. Possibly some acquaintance with a foreign language .

2.

Quantitative skills. Ability to understand elementary concepts of mathematics and to handle simple statistical data
and statistical reasoning. Possibly some understanding of
the rudiments of accounting and the uses of computers.

3.

Substantive knowledge. Acquaintance

with the cultural

heritage of the West and possibly of other traditions .

Awar~

ness of the contemporary world of philosophy, nat ural science,
art, literature, social change, and social issues. Command
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vocabulary, facts, and principles in one or more selected
fields of knowledge.
4.

Rationality . Ability and disposition to think logically on
the basis of useful assumptions. Capacity to see facts and
events objectively--distinguishing the normative, ideological, and emotive from the positive and factual. Disposition
to weigh evidence, evaluate facts and ideas critically, and
to nhink independently. Ability to analyze and synthesize.

5.

Intellectual tolerance. Freedom of the mind. Openness to
new ideas.

Willingness to question orthodoxy. Appreciation

of intellectual and cultural diversity. Intellectual curiosi ty. Ability to deal with complexity and ambiguity. Historical perspective and cosmopolitan outlook . Understanding of
the l imitations of knowledge and thought.
6.

Esthetic sensibility. Knowledge, interest, and responsiveness to literature, the fine arts, and natural beauty.

7.

Creativeness.

Imagination and originality in formulating

new hypotheses and ideas and in the producing of new works
of art.
8.

Intellectual integrity. Understanding the idea of "truth"
and of its contingent nature. Disposition to seek and
speak the truth.

Con~1cientiousness

of inquiry and accuracy

in reporting results.
9.
10.

Wisdom. Balanced perspective, judgement, and prudence.
Lifelong learning.
interests.

Love of learning, sustained intellectual
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B.

Emotio nal and Moral Development
1.

Personal self-discovery. Knowledge of one's own talents,
interests, values, aspirations, and weaknesses. Discovery
of unique persona 1 identity .

2.

Psychological well-being. Progress toward the ability to
"understand and confront with integrity the nature of the
human condition" (Perry, 1968:201 ) .

Sensitivity to

deeper feelings and emotions combined with emotional
stability. Ability to express emotions constructively.
Appropriate self-assertiveness, decisiveness, spontaneity.
Acceptance of self and others.
3.

Human sympathy. Understanding of human beings. Humane out look . Capacity for empathy, thoughtfulness, compa?sion,
respec t, tolerance, and cooperation toward others including
persons of different backgrounds. Democratic and nonauthoritarian disposition. Skill in two-way communication with
others.

4.

Morality. A valid and internalized but not dogmatic set of
moral principles. Moral sensitivity and courage.

Sense of

social consciousness and social responsibility.
5.

Religious interest. Serious and thoughtful exploration of
purpose, value and meaning.

6.
C.

Refinement of taste, conduct and manner.

Practical Competence
1.

Traits of value in practical affairs generally. Virtually all
of the goals included under cognitive learning and emotional
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and moral development are applicable to practical affairs.
In addition, the following traits, which are more specifically related to achievement in practical affairs, may be
mentioned:
a.

Need for achievement.

Motivation toward accomplish-

ment. Initiative, energy, drive, persistence, selfdiscipline.
b.

Future orientation. Ability to plan ahead and to be
prudent in risk taking.

c.

Adaptability. Tolerance of new ideas or practices.
Willingness to accept change. Versatility and resourcefulness in coping with problems and crises. Capacity to
learn from experience. Willingness to negotiate and
compromise. Keeping options open.

c.

Leadership. Capacity to win the confidence of others,
willingness to assume responsibilHy, organizat ·ional
ability, decisiveness, dis position to take counsel.

2.

Citizenship . Understanding of and commitment to democracy.
Know ledge of governmental institutions and procedures.
Awareness of major social issues. Ability to withstand
propaganda and political argumentation. Disposition and
ability .to participate actively in civic, political, economic, professional, education, and other voluntary organizations.

Orientation toward international understanding and

world community. Ability to deal with bureaucracies. Disposition toward law observance.
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3.

Economic productivity. Knowledge and skills needed for first
job and for growth in productivity through experience and
on-the-job training. Adaptability and mobility. Sound career
decisions. Capacity to bring humanistic values to the workplace and to derive meaning from work.

4.

Sound family life. Personal qualities making for stable
families. Knowledge and skill relating to child development .

5.

Consumer efficiency. Sound choice of values relating to
style of life. Akill in stretching consumer dollars. Ability
to cope with taxes, credit, insurance , investments, legal
issues, etc. Ability to recognize deceptive sales practices
and to withstand high-pressure sales tactics.

6.

Fruitful leisure . l'isdom in allocation of t ime among work,
leisure, and other pursuits. Development of tastes and
skills in literature, the arts, nature, sports, hobbies,
community participation, etc . Lifelong education, formal
and informal, as a productive use of 1eisure. Resourcefulness in overcoming boredom, finding renewal, and discovering
satisfying and rewarding

7.

uses of 1eisure time.

Health. Understanding of the basic principles for cultivating
physical and mental health. Knowledge of how and when to use
the professional health care system.

D.

Direct satisfaction and enjoyments from college education .
1.

During the college years.

2.

Inlatelife.
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II.

Goals for Society
A.

Preservation and dissemination of the cultural heritage.

B.

Discovery and dissemination of knowledge and advancement of
philosophical and religious thought, 1 iterature, and the fine
arts--all regarded as valuable in their own right without
reference to ulterior ends.

C.

"Improvement" in the motives, values, aspirations, attitudes
and behavior of members of the general population.

D.

Progress in the broad social welfare as reflected in religion,
health, order, justice , information, care of the underprivileged,
etc. Progress toward the identification and solution of social
problems.

E.

Economic efficiency and growth.

F.

Enhancement of national prestige and power .

G.

Progress toward human equality.

H.

Progress toward personal f reedom and autonomy.

I.

Rendering of useful services to various groups of society.

J.

Direct satisfactions and enjoyments received by the population
from living in a world of advancing knowledge, technology,
ideas and arts.

K.

Over the long period of time, exerting a significant and
favorable influence on the course of history as reflected in
the evaluation of the basic
social institutions.

cultu~e

including the fundamental
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APPENDIX B. THE INTERVIEW SCHEDULE
A SURVEY OF THE FACULTY ON THE GENERAL EDUCATION
PROGRAM AT UTAH STATE UNIVERSITY--INTERVIEW GUIDE

1.

How would you define "general education"?

2.

What would you consider to be the major characteristics of an
"educated" man or woman?

3.

What do you think should be the major purposes of general educaton
at the university?

4.

To accomplish the purposes of general education you have mentioned,
to which curriculum areas do you think our students should be
exposed?

5.

How well are you acquainted with the general education program at
Utah State University?

6.

What is your understanding of the current requirements?

7.

How well are you satisfied with our preseRt general education
program?

8.

What do you t hink are the strengths and weaknesses of the present
program?

9.

How would you compare it with other general education programs
with which you are acquainted ?

10. Please tell me how important you feel each of the following abili-

ties is in determining if a person is generally educated:
Somewhat
Very
Totally UnUnnecessary important Important Important
Computational
Ability
Compositional and
communicative
ability
Ability to utilize
logic in analysis
Ability to under stand and apply
va 1 ues

Absolutely
Essential
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Totally UnUnSomewhat
necessary important Important

Very
Absolutely
Important Essential

Ability to identify
and comprehend art
in its various
forms
Ability to function
within social
institutions
11. Please indicate how important you feel each of the follow i ng areas
are in a general education program.
UnSomewhat
Very
Tota l ly Unnecessary
important Important Important

Absolutely
Essentia l

Communications
Humanities
Life (biological)
sc iences
Mathematics
Physical
Education
Social Sciences
Other_ _ _ __
12. How many students do you currently advise?

Graduate? Undergraduate?

13. Do you have any particular comments or suggestions regarding
our general educat i on program?
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COURSE EVALUATION LIST

The courses listed below are currently classified as general
education courses at Utah State University.
propriate you feel these courses are to the

Please indicate how apgen~ral

education program

by placing the following initials--"VA" (very appropriate), "A" (appropriate),

11

N11 (no opinion), "1 11 (inappopriate), or "VI" (very inapprop-

r i ate)--in front of the course number.

The interviewer will leave the

course list with you and pick it up in a couple of days.
Thank you very much for your help in evaluating our general education program.

General Education Courses

Bz_~eges

AGRICULTURE
PS Bimet 117 - Introduction toWeather and Climate (3)
PS Soils 200 - Soils--A World Resource (3)
PS Soils 358 - General Soils (4)
LS PlSci 100

-

Introduc t ion to Agricultural Plant Science (4)

LS PlSci 250 - World Crops (3)

ss
ss
ss

Ag Ec 201 - Agricultural Economics I (3)
Ag Ec 202 - Agricultural Economics II (3)
Ag Ec 220 - Agricultural Industry Analysis (3)

LS An Sci 101

-

Fundamentals of Animal Husbandry (3)

LS V Sci 220 - Anatomy and Physiology of Animals (5)
LS NFS

122 - Nutrition

for Man (3)

BUSINESS

ss
ss
ss
ss
ss

-

BA
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BA

250 -Law and the Consumer (3)

Introduction to Business (3)

BA

299 - Law of Contractual and Organizational Relations (4)

BA

311 - Management Concepts (4)

Econ 100 - Current Economic Problems (4)
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ss
ss
ss
ss
ss
ss
ss
ss
ss

Econ 130

Economics and Environmental Policy (2)

Eco n 200 - Economics I (5)
Econ 201 - Economics I I (5)
Econ 510 - His:ory of Eco nomic Thought (3)
Ec on 430 - Economics and Envi r onmen tal Policy (3)
Econ 515 - Comparative Economic Syst ems (3)
Ag Ec 201 - Agricultural Economics I (3)
Ag Ec 202 - Agricultural Economics I I (3)
Ag Ec 220 - Food a nd Ag ricultural Policy (3)

EDUCATION
SS

Ps y 101 - General Ps ycho logy (5)

SS

Ps y 110 - Human Development, General (3-5)

SS

Ps y 121 - Issues in Human Relations ( 3)

SS

Ps y 140 - Analysis of Behavior:

ss
ss
ss
ss
ss
ss
ss
ss

Psy 300- Child Abuse and Neglect:
Approach (3)
Psy 321 - Aonorma l Psychology (3)

Basic Principles (4)
A Multid i scip linar y

Psy 342 - Thinking and Verbal Learning (3)
Psy 351 - Social Psychology (3)
Ps y 372 - Behavior Modification (3)
Psy 421 - Personality Theory (3)
Ps y 440 - Analysis of Behavior: Learning, Motivation and
Emotio11 (4)
Ps y 514 - Human lJeveloproent: Adolescence. (3)

SS Sp Ed 241 - Pluralism in Educa tion (3)
SS Sp Ed 300 -Child Abuse and Neglect:

Approach (3)

A Nultidisciplinary

ENGINEERING

PS

Engr 101

l' S

EE 500

PS

ME 216

-

Int!"o duct: i o n t o Engineering (2)

Intr od uct i on t O Aer onomy (3)
Ene rgy (3)

FAMILY LIFE
-----I!U

!lEC::: lOS -

Desi~n

in Everyda y Li•!i.ng (3)

HU

HECE 10 5 -Res idential Interiors ( 3)

Hll

HECE 335 - His ·: or··! of Costume and Textiles ( 5)
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Family Finance (3)

SS

HECE 355

SS

HECE 375 - Consumer Education (3)

SS

HECE 435 - The Family and Economic Change (3)

SS

HECE 438 - Changing Roles for Women (3)

SS

FHD 120 - Marriage and the American Family (3)

SS

FHD 150 - Human Growth and Development (5)

SS

FHD 260 - Guidance of Children (3)

SS

FHD 272 - Ma r riage (3)

SS

FHD 300- Child Abuse and Neglect:
Approach (3)

SS

FHD 376 - Contemporary Family in the United States (3)

SS

FHD 378 - Understanding Infants (3)

SS

FHD 379 - The Young Child (3)

A Multidisciplinary

SS

FHD 380 - The Child from

SS ·

FHD 381 - Adolescence (3)

SS

FHD 420 - The Family in the Middle and Later Years ( 3)

LS

NFS 122 - Nut"rition for Man (3)

HUMANITIES, ARTS AND
HU

HU

SOCL~

SL~

to Twelve (3)

SCIENCES

HASS 320 - Technology and Human Values (3)
Ar t 101 - Exploring Art (3)

HU

Art 273 - East Asian Civilization:

HU

HU
HU

Art 275 - Survey of We stern Art (3)
Art 276 Art 277

HU

Art 342 - History of Photography (3)

HU

Art 365

HU

Art 571 - Art of Asia (3)

HU

Art 573 - Art of Egypt and the Ancient Near East (3)

HU

Art 574 - Greek Art (3)

Arts and Literatur.e (4)

History of Painting in the United States (3)

llU

Art 575 - Roman Art (3)

HU

Art 576 - Early Chris tian and Byzantine Art (3)

HU

Art 577 - Mediev al Art (3)

HU

Art 578

Rennissance Art in Italy (3)

HU

Art 579

Renai.s3ance Art in the No rth (3)

HU

Art 580 - ilaro11ue and Rococo Ar t in Italy (3 )

HU

Art 581

Bar:>que and

Rococo Ar t in the North (3 )
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HU

Art 582 - Nineteenth Century Art (3)

HU

Art 589 - Art History Seminar and Special Problems (1-6)

SS

Comm 101 - Corrununication:

SS

Comm 105 - Public Speaking (3)

Public and Interpersonal (5)

SS

Comm 121 - Introduction to Mass Communications (3)

SS

Comm 160 - Interpersonal Communication (3)

SS

Comm 225 - Introduction to Communication Theory (3)

SS

Comm 313 - Argumentation (3)

SS

Comm 325 - Organizational Communication (3)

HU

Engl 117 - Introciuction to Poetry (3)

HU

Engl 118 - Introduction to Short Story (3)

HU

Engl 119 - Introduction to the Novel (3)

HU
HU
HU

Engl 120 - Great Books and Ideas (3)
Engl 121
Engl 122 -

HU

Engl 124 - Introduction co Folklore (3)

HU

Engl 126 - Mythology (3)

HU

Engl 216 - World Literature Before 1650 (5)

HU

Engl 217 -World Literature From 1650 to the Present (5)

HU

Engl 251 -

HU

Engl 253 - Modern American Literature (3)

HU

Engl 260 - English Literature, Early (5)

HU

Engl 261 - English Literature, Late (5)

HU

Engl 263 - Modern British Literature (3)

HU

Engl 273 - East Asian Civilization:

HU

Engl 330- Women Studies:

HU

Engl 350 - Hajor

HU

Engl 356 - Readings in Individual American Authors (2)

HU

Engl 357 - Blar.k Literature (3)

HU

Engl 385 - Readings in Individual English Authors (2)

!!U

Engl 416 - Children's Literature (3)

llU

Engl 417 - Litr,::-ature for Adolescents (3)

&~erican

Literature (5)

Americ~n

Europ~an

Arts and Literature (4)

Women in Literature (3)
Themes (3)

llTJ

Engl 420 - Modo,rn

i!U

Engl 425 - Bib1e as Li ura cure ( 3)

Poetry (3)

HU

Engl 426 - Hythnlogy (3)

I!U

Engl 428 - Gree '< Literature (5)

HU

Engl 429 - Romnn Literature (5)
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HU

Engl 430 - History of Theatre (3)

HU

Engl 432 - History of the Modern Theatre (3)

HU

Engl 434 - History of American Drama and Theatre (3)

HU

Engl 436 - English Drama to 1660 (3)

HU

Engl 438 - English Drama 1660-1890 (3)

HU

Engl 444 - American Poetry ( 3)

HU

Engl 448 -

HU

Engl 478 - English Novel, Eighteenth Century (3)

HU

Engl 479 - English Novel, Nineteenth Century (3)

~~erican

Fiction (3)

HU , Engl 480 - British Novel, Twentieth Century ( 3 )
HU

Engl 515 - Old English Language and Literature (3)

HU

Engl 521 - History of Literary Criticism (3)

HU

Engl 522 - Ballads and Folk Songs (3)

HU

Engl 523 - American Folklore (3)

HU

Engl 524 - Regional Folklore (3)

HU

Engl 531 - Comparative Literature, Medieval and Renaissance (3)

HU

Engl 532 - Comparative Literature, Seventeenth and Eighteenth
Century (3)
Engl 533 - Comparative Literature, Nineteenth and Twentieth
Century (3)
Engl 534 - Modern Continental Drama (3)

HU
HU
HU

Eng~

HU

Engl 539 - Late Nineteenth Century American Literature (3)

HU

Engl 540 - Twentieth. Century American Literature (3)

538 - Romantic Period, American Literature (3)

HU

Engl 541 - Western American Literature (3)

HU

Engl 549 - Modern Ameri=an Drama (3)

HU

Engl 556 - Critical Study of Individual American Autho's (2)

HU

Engl 561 - Medieval English Literature (5)

HU

Engl 562 - The English Renaissance (5)

HU

Engl 563 - Seventeenth Century English Literature (5)

HU

Engl 564 - Eighteenth Century English Literature (5)

ilU

Eng l 565 - Romantic Period English Literature (5)

HU

Engl 566 - Victorian Period (5)

HU

Engl 567 - Twentieth Century British Literature (j)

HU

Engl 584 - Modern British Drama ( 3)

HU

Engl 585 - Critical Studies of Individual English Authors (2)

HU

Engl 586 - Chaucer (3)

HU

Engl 587 - Shakespeare :

Comedies and Histories ( 3)

H~

Engl 588 - Shakespeare:

Tragedies (3)
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HU

Engl 589 - Milton (3)

HU

Engl 596 -American West:

Its Literature and History (2)

SS

Hist 101 - Comparative Civilizations:

SS

Hist 102 - Comparative Civilizations:

Ancient and Medieval (3)
Early Hodern (3)

SS

Hist 103 - Comparative Civilizations:

Modern (3)

SS

Hist 104 -Western Civilizations:

Ancient and Medieval (5)

SS

Hist 105 -Western Civilizations:

Modern (5)

SS

Hist 170 - American Civilization (5)

SS

Hist 261 - East Asian Civilization:
Social Institutions (4)

SS
SS

Hist 262 - East Asian Civilization:
and Values (4)
Hist 273 - East Asian Civilization:

SS

Hist 304 - Greek History (5)

SS

Hist 306

SS

Hist 311 -Medieval Europe (500-1500 A._D.) (3)

Religious, Economic and
Political Institutions
Arts and Literature (4)

Roman History (5)

SS

Hist 321 - Renaissance and Reformation (1250-1600 A.D.) (5)

SS

Hist 322 - Old Regime and Enlightenment (3)

SS

Hist 324 - Revolutionary and Imperial France (1789-1815) (3)

SS

Hist 325 - Nineteenth Century Europe (3)

SS

Hist 327 - Twentieth Century World (3)

SS

Hist 334 - Kievan and Moscovite Russia (3)

SS

Hist 335 - Imperial Russia (3)

SS

Hist 336 - Russian Revolutions and Soviet Regime (3)

SS

Hist 337 - Ancient and Medieval England to 1485 (3)

SS

Hist 338 - Foundations of Modern England, 1485-1815 (3)

SS

Hist 339 - Empire and Industrialization in Britain since 1815 (3)

SS

Hist 341 - Germany since 1789 (3)

SS

Hist 351 - Traditional Africa (3)

SS

Hist 352 - Colonial and Modern Africa (3)

SS

Hist 353 - History of Southern Africa (3)

SS

Hist 361 - Traditional East Asia (3)

SS

Hist 362 - Modernization of East Asia (3)

SS

Hist 367 - History of China (3)

SS

Hist 368 - History of Japan (3)

SS

Hist 369

SS

Hist 432 - Founding of the American Colonies (3)

Civilization of India (3)
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ss
ss
ss
ss
ss
ss
ss

Hist 433 -

Colonies (3)

Th~ ~~turing ~~erican

Hist 434 - The New Nation (3)
Hist 436 - Jefferson and Jackson (3)
Hist 438 - The Civil War and Reconstruction (3)
Hist 442 - Development of Modern America (1877-1916) (3)
Hist 444 - Tne United States in War and Depression
(1914 - 1945) (3)
Hist 446 - Recent America (1945-p resent ) (3)

SS

Hist 447

SS

Hist 448 - Chicano History (3)

SS

Hist 449 - History of Black America (3)

SS

Hist 450 - American Indian History (3)

SS

Hist 451 - Immigrants co America (3)

American Foreign Policy in the Pacific (4)

SS

Hist 455 - The Frontier in American History (5)

SS

Hist 457 - Hi story of Utah (5)

SS

Hist 471 - Colo nial Latin America (3)

SS

Hist 472

SS

Hist 473 - Contemporary Latin .Aunerica (3)

SS

Hist 474 - History of Mexico (3)

SS

Hist 481

SS

Hist 489 - Special Studies (1 - 3)

National Latin America (3)

History of Canada (3)

SS

Hist 501

Ideas in Early European History (3)

SS

Hist 502

Ideas in Modern E•..tropean History (3)

HU

Hist 523 - American Folklore (3)

SS

Hist 541 - Cultural History of :he United States ( 5)

SS

Hist 545 - Constitutional History of the United States (5)

SS

Geog 101 - Geography of

SS

Geog 103 - Cultural Geography (5)

PS

Geog 113 - Physical Geography (5)

SS

Geog 223 - Economic Geography (3)

SS

Geog 302 - Geography of Africa (3)

SS

Geog 307 - Geography of AngJ ,J-America (3)

~~nkind

SS

Geog 308 - Geography of Utah (3)

SS

Geog 314 - Geog r 3phy of Asia (Ji

(J)

SS

Geog 325 - Geogrnphy of Europe (3)

SS

Ceog 328 - Ceogrnph y of Latin

SS

Geog 330 - Geography of Developing Lands (3)

SS

Geog 340 -

SS

Ceog 343 - Politic3l Geography (3)

C~ogr3phy

~~erica

(3)

of World Affairs (2)
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SS

Geog 351 - Geography of Population and Settlement (3)

SS

Geog 357 - Historical Geography of the United States (3)

SS

Geog 361 - Geography of Urban Planning (3)

SS

Geog 365 - Regional Science (3)

SS

Geog 371 -Man's Impact on Environment (5)

SS

Geog 385 - Cartography (3)

HU

LAEP 103- Introduction . to Landscape Architecture and
Environmental Planning (3)

HU

LAEP 370 - City and Regional Planning (3)

HU

LAEP 530 - Park and ·Recreational

HU
HU
HU

L Fr 101 - Elementary French (5)
L Fr 102 L Fr 103 -

HU
HU

L Fr .'W2 -

Planni~

(3)

L Fr 201 - Intermediate French (5)

HU

L Fr 300 - Introduction to French Literature (5)

HU

L Fr 304 - Advanced French Grammar (3)

HU

L Fr 305 - Advanced French Composition (3)

HU
HU

L Fr 306 - French Conversation (2)
L Fr 307 -

SS

L Fr 320 - France Today (3)

HU

L Fr 421 - The Heritage of France (3)

HU

L Fr 461 - Survey of French Literature I (5)

HU

L Fr 462 - Survey of French Literature II (5)

HU

L Fr 510 - French Drama (3)

HU

L Fr 511 - French Novel (5)

HU

L Fr 512 - French Poetry (5)

HU

L Fr 581 - Seminar in French Literature (3)

HU
HU
HU

L Gr 102
L Gr 103 -

HU
HU

L Gr 201 - Intermediate German (3)
L Gr 202 -

HU

L

L Gr 101 - Elementary German (5)

Gr 300 - Introduction to German Literature (5)

HU

L Gr 301 - Contemporary Ger:nan (2)

HU

L Cr 302 - Techniques in Translat ing German Texts (3)

HU
HU

L Cr 304 - Advanced Grammar, Conversation and Composition (3)
L Gr 305

Readings in German Drama (2)

HU

L Gr 311

HU

L Gr 420 - Germanic Cultures (3)

HU

L Gr 461 - Survey of German Literature (3)

HU

L Gr 489 - Problems in German Literature (3)

HU

L Gr 511 - German Novelle (4)

HU

L Gr 513 - The German Novel (5)

HU

L Gr 517 - The German Drama (5)

HU

L Gr 519 - German Lyrics and Ballads (4)

HU

L Gr 540 - Lessing:

HU

L Gr 543 .:: Goethe:

HU
HU

L Ln 101 - Elementary Latin (3)
L Ln 102 L Ln 103 -

HU
HU
HU

L Ln 201 - Intermediate Latin (3)
L Ln 202 L Ln 203 -

HU

Works and Biography (5)
Works and Biography (4)

HU L Lin 540 - Introduction to Linguistics (5)

--

HU
HU

L Po 101 - Elementary Portuguese (5)
L Po 102 "
L Po 103 -

HU
HU
HU

L Po 201 - Intermediate Portugues (3)
L Po 202 L Po 203

HU
HU
HU

L Ru 101 - Elementary Russian (5)
LRu 102 L Ru 103 -

HU
HU

L Ru 201
L Ru 202

HU
HU
HU

L Sp 101 - Elementary S9anish (5)
L Sp 102
L Sp 103 -

HU
HU

L Sp 201 - Intermediate Spanish ( 5)
L Sp 202 -

HU

L Sp 301 - Conte!T!porary Hispanic Themes (3)

mr
!!U

L Sp 304 - Grammar (3)
L Sp 305 (5)

HU

L Sp 306 - Advanced Conversation and Composition (3)

HU

L Sp 320 - Introduction to Hispanic Literature (3)

HU

-

Intermediate Russian (5)

HU

J. S;,

HU

L Sp 420 - Hipanic Culture (4)

flU

L Sp 423 - Latin American Novel (2)

HU

L Sp 461

J

--~

- Survey of Spanish American Literature (3)

Survey of Spanish Literature (5)
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HU

L Sp 462 - , Survey of Spanish American Literat ure (5)

HU

L Sp 480 - Hispanic Li teratur e i n Translation (3)

HU

L Sp 518 - The Literature of the Sigle de Oro (4)

HU

L Sp 530 - Cervantes (4)

HU

L Sp 564 - Modern Hispanic Poetry ( 5)

HU

L Sp 566 - Modern Hispanic Nove l (5)

HU
HU
HU

L It 101 - Elementary Italian ( 5 )
L It 102 L It 103 -

HU
HU

L It 201 - Intermediate Italian (5)
L It 202

HU
HU
HU

L Jp 10 1 - Elementary Japanese (5)
L Jp 102 L Jp 103 -

HU
HU

L Jp 201 - Intermediate Japanese ( 5)
L Jp 202 -

HU L Arb 101 - Elementary Standard Arabic (5)
HU L Arb 102 HU L Arb 103 HU L Arb 201 - Intermediate Standard Arabic (5)
HU L Arb 202
HU
HU
HU

L Ch 101
L Ch 102
L Cli 103

-

HU
HU

L Ch 201

- I ntermediate Manda r in Chinese

L Ch 202

HU

Phil 101

HU

Phil 111

HU

Phil 112

HU

Phil 210

HU

Phil 211

HU

Phil 215

-

Elementary Mandarin Chinese ( 5)

"
(5)

Introduction to Problems of Philosophy ( 5)
Ethics (4)
Social and Political Phi l osophy (4)
Deductive Logic (5)
Inductive Logic (2)
Aesthetics (3)

HU

Phil 110

HU

Phil 311

!llJ

Phil 312

HU

Phil 313

IIU

Phil 315

tiU

Phil 316 - Historv of Ameri can Philosophy (3)

History of Ancient Philosophy (4)
History of Madieval Philosophy (4)
History of Early Modern Philosophy (4)
Histor:t o f Ni ne t een t h Cen tur ~.? Philosoph y (3)
Twentieth Century ?hilosophy (3)

HU

Phil 317

- Phil osophy of India ( 3 )

HU

Phil 318

-

HU

Phil 350

Phi.los or hy of Far East (3)

Philosoohy of Relgion (3)

149

150

HU

Phil 370 - Existentialism (3 )

HU

Phil 380 - Philos o phy in Literature (3)

HU

Phil 410 - Philosophy and Conteoporary Social Problems (3)

HU

Phil 411 - Theories of Value (3)

HU

Phil 415 - Philos o phy of Law and Politics (3)

HU

Phil 501 - Metaphysics (3)

HU

Phil 522 - Symbolic Logic ( 5)

HU

Phil 530 - Theories of Knowledge (3)

HU

Phil 531 - Concept of Mind (3)

HU

Phil 535 - Philosophy of Education (3)

HU

Phil 560 - Philosophy of Art (3)

HU

Phil 585 - Philosophy of Language (3)

HU

Phil 590 - Scientific Methodology (3)

HU Music 101 - Enjoying Music (3 )
HU Music 102 - Fundamentals of Music (3)
HU Music 104 - Beginni-ng Theory (3)
HU Music 201 - Masterpieces of Music (3)
HU Music 202 HU Music 203 HU Music 300 - History of Jazz and Population Music (3)
HU Music 301 - Music History and Literature (3)
HU Mus i c 302 HU Husic 303 -"
"
HU Music 306 - Form and Analysis (3)
SS PolSc 101 - Government and the Ir..dividual ( 3)
SS PolSc 105 - Current Political Problems (2)
SS PolSc 110 - American National Government

a~d

Politics ( 5)

SS PolSc 111 - lr;{f(fc~ ~~~te and Lccal Government and
SS PolSc 210 - Introduction to International Politics {5)

ss
ss
ss
ss
ss

PolSc 211
PolSc 220
Po lSc 230
Po l Sc 260

-

International Affairs ( J) .

Int: r oduction to Comparativ e Politics (4)
Introduction to Political Theory (3)
IntrodtJC tion to Public Administration ( 5)

PolSc 261 - East Asian Civilization: Religious, Economic
and So~ial Institutions ( 4)
·

~~ s Poi s.: :!62
ss ?o i Sc 3 12
ss Po lS c· 313
ss PolSc 314

-

East A:; ian Civ ilizati on : Policical Institutions
and Values (4 )
Ameri. c:o n Political
i nion (3)

a,

- Ameri. c.1n

-

Legislative Politics ( 3)

The Presidency (3)
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SS PolSc 315 -

Amer~can

Judicial System (5)

SS PolSc 316 - Federalism and Public Policy (3)
SS PolSc 321 - Western European Government and Politics (3)
SS PolSc 323 - Middle Eastern Government and Politics (3)
SS PolSc 324 - African Government and Politics (3)
SS PolSc 327 - Latin American Government and Politics (3)
SS PolSc 331 - American Political Thought I (5)
SS PolSc 416 - Metro-Urban Politics (3)
SS PolSc 426 - Southeast Asian Government and Politics (3)
SS PolSc 440 - American Foreign Policy (4)
SS PolSc 441 - Causes of War and Conditions for Peace (3)
SS PolSc 443 - National Security Policy (3)
SS PolSc 445 - Latin American Foreign Affairs (3)
SS PolSc 447 - American Foreign Policy and the Pacific (4)
SS PolSc 471 - American Constitutional Law (4)
SS PolSc 4 72 SS PolSc 490 - Senior Seminar (3)
SS PolSc 522 - Sa"nvlEJ,t;, ai'i:1c~a~~lrn European Government
1
SS PolSc 525 - Chinese Government and Politics (5)
SS PolSc 528 - Latin American Government. and Politics (3)
SS PolSc 530 - Politics and Social Change (3)
SS PolSc 534 - History of Political Thought

(3)

SS PolSc 535 -

II (3)

SS PolSc 536 -

III (3)

SS Pol.Sc 541 - International Law (5)
SS PolSc 542 - International Political Organizations (3)
SS PolSc 561 - Organization and 11anagement of Public
Administrative Agencies (3)
SS
Soc 101 - Introductory Sociology (5)
SS

Soc 1GO - Rural Sociology (5)

SS

Soc 240 - Modern Social Problems (3)

SS

Soc 320 - Population Problems (3)

SS

Soc 340 - Minority Groups (3)

SS

Soc 341 - Juvenile Delinquency (3)

SS

Soc 350 - Social Psychology (3)

SS

Soc 351 - Consumer Behavior-The Consumer Perspective (3)

SS

Soc 360 - Urban Sociology (3)

SS

Soc 438 - Changing Roles for \<omen (3)
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55

SW 105 - Introduction to Social Welfare (3)

- Social

SS

Sl~ 2~0

55

Sl-1 300 - Child Abuse and Neglect:

l~elfar e

Among Minority Groups ( 3)

55

Sl~

55

SW 365 - Hental Health (3)

335 - tl\fNl'J'elfl1re (3)

55 Anthr 101

ss

An Interdisciplinary

-

Introduction to Anthropology (5)

Anthr 150 - Peoples and Cultures of the World (3)

55 Anthr 210 - Anthropology of Race (2)
55 Anthr 230 - Human Prehistory (3)
55 Anthr 351 - Traditional Africa (3)
55 Anthr 410 - Introduction to Physical Anthropology (3)
55 Anthr 430 - North American Prehistory (3)
55 Anthr 440 - Language and Culture (3)

ss

Anthr 450 - American Indian Ethnology (3)

HU ThArt 101 - Understanding Theatre (5)
HU ThArt 103 - Current Drama (3)
HU ThArt 105 - Introduction to Theatre Studies:
HU

Golden Age (3)

ThArt 140 - Oral Interpretation o£ Literature (5)

HU ThArt 201 - Understanding Movies (3)
HU ThArt 202 - Film and the Arts (3)
HU ThArt 251 - Historic' Costume for the Stat;e (3)

:m

ThArt 430 - History of Theatre (3)

HU ThArt 432 - History of Modern Theatre (3)
HU ThArt 434 - History of American Drama and Theatre (J)
HU ThArt 436 - English Drama tO 1660 (3)
HU ThArt
HU

~38

- English Drama 1660-1890 (3)

ThArt 522 - Poetry Appreciation

HU ThArt 534 -

~!odern

(J)

Continental Drama (3)

::ATURAL Rf.SOURCES
LS
tS

RS 38-4 - General Ecology ( 5)
WLS 360 - Limnology ( 5)

LS (Math) 269 -Anal ysis of lfuthematical :1odels ( 3)
!.S

WLS 284 - General Ecology (5)

T.S

l<l.S

~90

- Game Birds and Mammals (3)
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SCIENCE
PS

APS 301 - Decision Making in Society (3)

PS
PS

APS 321 - Basic Statistics (3)
APS 322 -

PS
PS
PS

A?S 431 - Statistical Methods (5)
APS 432 APS 433 -

PS

APS 474 - Introduction to Statistical. Theory (3)

PS

APS 571 - Theory of Probabilit y (3)

PS
PS

APS 572 - Mathematical Statistics (3)
APS 573 -

PS

CS 150 - Introduction to Computer Science (3)

PS

CS 235 - Computer Problem Sclving-Hethodology (3)

PS

CS 236 - Computer Problem Sol ving-Programming (3)

PS
PS
PS

CS 355 - Introduction to Computer
CS 356 CS 357 -

PS
PS
PS

CS 455 - Computer Software Methodology (3)
CS 456 "
CS 457 -

PS

CS 525 - Computer Modeling and Simulation (3)

Archi~ecture

LS

Biol lOl - Biology and the Citizen (5)

LS

Biol 105 - Discovering Natur e (2)

LS

Biol 106 - Discovering Nature (2)

LS
LS
LS

Biol 120 - General Biology (5)
Biol 121 Biol .; 2 2 -

LS

Biol 200 - Discovering Insects (3)

LS

Biol 205 - Plants and Civilizati•"Jn (3)

LS

Biol 308 - Evo).ution, Ecology and Man (4)

LS

Biol J10 - Bioethics:

LS

Biol ' J84 - General Ecology (S)

Emerging Issues in Biomedicine (3)

LS

Bot llO - Elenentary Botany (5)

LS

Bot L20 -

Taxonom~

(3)

of Vascular Plants (5)

LS

Bact lll - Ele"1entary Microbiology (4)

LS

Bact 112 - Elenencary

LS

Bact 301 - General Microbiology (5)

~icrobiol ,, , , y

Laboratory ( 1)

LS

Zool 251 - Evolution (3)

LS

Zool 350 - Vertebrate Biology (5)

LS

Zool 361 - Field Ornithology (2)

LS

Zool 365 - Field Zoology (4)

LS

Ent 191 - Biology of the Honey Bees (2)

LS

Ent 329 - General Entomology (5)
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LS Physl 103 - Human Anatomy (3)
LS Physl 130 - Human Physiology (5)
PS

Chern 101 - Introduction to Chemistry (5)
~

PS

Chern 105

PS

Ch"m 111 - General Chemistry (5)

!he Mystery of Matter (3)

PS
PS
PS

Chern 121 - Principles cf Chemistry (5)
Chern 122 (4)
Chern 123 (3)

PS
PS

Chem 124 - Chemical Principles and Qualitative
Chern 125 - Analysis Laboratory (l) (2)

PS

Chem 141 - Elementary Organic Chemistry (4)

PS

Chem 142 - Elementary Biochemistry (4)

PS

Chem 144 - General Chemistry Laboratory (2)

PS

Chem 301 - Elementary Physical Chemistry for 6iolcgists (4)

PS
PS
PS

Chern 306 - Physical Chemistry (3)
Chern 307 Chern 308 -

PS
PS
PS

Chern 309 - Experimental ?hysical Chemistry (1)
Chern 310 Chern 311 -

PS
PS

Chern 331 - Organic Chemistry (3)
Chern 332

PS

Chern 333 -Organic Chemistry and Biological Systems (1-4)

PS
?S
PS

Chern 334 Chern 335Chern 336 -

PS

Chern 360 - Quantitative Analysis (2)

PS

Chern 361 - Quantitati ve Analysis Laboratory (2)

Org~nic

Chemistry Laboratory (1)
(1)
(1 -3 )

PS

Chern 370 - Intermediate Biochemistry (4)

PS

Chern 371 - Intermediate Biochemistry Laboratory (1)

PS

Chern 552 - Inorganic Chemistry (4)

PS

Chern 564 - Instrumental Analysis (2)

PS

Chern 565 - Instrumental Analysis Laboratory (l)

PS

Geol 101 - Introductory Geology (5)

PS

Geol lll - Physical Geology (5)

PS

Geol 200 - Earth History (4)
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PS

Geol 400 - Mineralogy (5)

PS

Geol 430 - Invertebrate Paleontology (5)

PS

Geol 522 - Stratigraphy (5)

PS

Geol 548 - Ground-water and Engineering Geology (4)

PS

Geol 560 - Surficial Geology (5)

PS

Math 101 - Introduction to College Algebra (5)

PS

Math 105 - College Algebra (5)

PS

Math 106 - Plane Trigonometry (3)

PS

Math 130 - Elements of

PS
PS

201 - Mathematics for Elementary Teachers (3)
Math 202
"

PS
PS

Hath 220 - Analytic Geometry and Calculus of a
Math 221 - Single Variable (5) (4) (4)

~~thematics

(5)

~~th

PS

Math 222 -

PS

Math 229 - Calculus Computer Laboratory (l)

II

II

II

II

"

PS

Math 245 - Calculus I (3)

PS

Math 246 - Calculus II (3)

PS

Math 248 - Applied Linear Algebra (3)

PS
PS

Math 301 - Mathematical Concepts for Elementary School
Teachers ( 5 )
Math 303 - Geometry for Elementary Teachers (3)

PS
PS
PS

Math 305
Math 306 Math 307 -

PS
PS

Hath 311 -Modern Geometry (3)
Hath 312 -

~~thematics

for Teachers (3)

PS

Math 321 - Introductory Linear Analysis (3)

PS

Math 322 - Elementary Differential Equations (3)

PS

Math 323 - Multivariable Calculus (4)

PS

Math 341

Engineering Analysis (3)

PS

Math 345 - Vector Analysis (3)

PS

Math 361 - Analysis of Mathematical Models (3)

PS

~~th

PS

Math 371 - Introduction to Prcbability Theory (3)

PS

Math 384 - Number Theory (3)

PS
PS
PS

~lath 421 - Advanced Calculus (4)
Mach 422
Math 42 3 -

369 - Analysis of Mathematical Methods (J)
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PS

Math 442 - Advanced Engineering }fathematics ( 3)
Math 443
"
Math 446 - Ordinary Differential Equations (3)

PS
PS

!<.a th 511 - Topics in Geometry (3)
Hath 512 -

PS
PS
PS

Math 527 - Introduction to Complex Variables (3)
Math 528 Math 529 -

PS
PS

-

PS
PS
_ _ .PS

Math 531 - Modern Algebra (3)
Math 532 Math 533

PS
PS

Math 536 - Linear Algebra (3)
Math 537

PS
PS
PS

Math 551
Introduction to Topology (3)
Math 552 Math 553

-

-

PS

Math 561 - Numerical Methods (3)

PS
PS

Math 562 - Introduction to Numerical Analysis (3)
Math 561 -

PS

Math 571 - Theory of Probability (3)

PS
PS

Math 572 - Mathematical Statistics (3)
Math 573

PS

Phyx 100 - The Solar System (3)

PS

Phyx 101

PS

Phyx 108

PS
PS
PS

Phyx l l l - General Physics (5)
Phyx 112
Phyx 113

PS

Phyx 1.18

PS

Phyx !.20 - General Physics (5)

-

-

Introductory Physics (5)
Stars and Galaxies (3)

Sound and Music (3)

PS

Phyx 200 - Astronomy (3)

PS

Phyx 216

PS
?S
PS

Phyx 221
Phyx 222
Phyx 223

-

PS

Phyx 318

PS

Phyx 333

PS
PS

Phyx 341
Phyx 342

?S

Phyx 380 -

Energy (3)
General Physics--Science (5)

In tell igenc Life in the

Univer~e

(3)

Introduction to the Theory of Special
Re1ative1l (4)
Analycica Mechanics (4)
Gre~

t Lectures

in Physics (3)
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PS
PS
PS

Phyx 401 - Astrophysics (3)
Phyx 402 Phyx 403 -

PS Phyx 411 - Wave Theory and Optics (3)
PS Phyx 412
PS - Phyx 413 PS

Phyx 427 - Nuclear Detection

~let

hods (2)

PS

Phyx 450 -.Radiological Health and Safety (3)

PS
PS
PS

Phyx 451 - Thermal Physics ( 3)
Phyx 452 Phyx 453 -

PS
PS
PS

Phyx 461 - Electricity and Magnetism ( 3)
Phyx 462 Phyx 463 -

PS
PS
PS

Phyx 471 - Modern Physics (3)
Phyx 472
Phyx 473

PS

Phyx 500 - Introduction to Aeronomy (3)

PS

Phyx 533 - Relativity (3)

PS
PS
PS

Phyx 534 - Methods of Theoretical Physics (3)
Phyx 535 Phyx 536

PS
PS
PS

Phyx 571 - Introductory Quantum Mechanics (3)
Phyx 572
Phyx 573 -

AEROSPACE STUDIES

ss

AS 101 - Development of Air Power (2)
AS 102 AS 103

ss

AS 201 - The us Air Force Today (2)
AS 202
AS 203

ss
ss

ss

ss
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APPENDIX D - RANKING BY AVERAGE SCORE OF ALL GENERAL EDUCATION COURSES

Ranking

Ave.
Score

Department

l
2
3
4

4. 214
4.143
4.138
4.111

ss

5
6

4.lll

7
8
9
10

4.111
4. 107
4.074

HU
PS
HU
LS

ss
PS
HU
LS

Course
No.
Psy 101
Engl 120
Geol 101
Phi 1 111
Biol 101
Anthr 101
Chern 101
Phil l 01
Physl 130
Hist 105
Hist 170
Phyx l 01
Geog 103
Phil 112
Soc l 01
Pol Sc ll 0

12
13
14
15
16

4. 074
4.071
4.069
4.037
4.037
4. 036
4. 036
4. 036

17

4.036

ss
ss
PS
ss
HU
ss
ss
ss

18
19

4.000
4. 000

ss

HU

ThArt 101
Hist 102

20
21

3. 966
3.964

LS

ss

Biol 120
Comm 101

22
23

3. 964
3. 964

HU

Phi 1 210
Hist 101

24

3. 964

25

3.964

26
27

3. 964
3.964

28
29
30
31
32
33

3.963
3. 962
3. 962
3. 931
3. 931
3. 931

34
35

3. 929
3.929

ll

ss
ss
ss

Hist 104

t~odern

Pol Sc 111
Hist 103

LS

Biol 121
Anthr 150

PS
LS
HU
HU
PS

Pol Sc l Ol
Phyx 108
Biol 105
Music 101
Art l 01
Bimet 117

ss
ss

ss
HU

General Psychology
Great Books and Ideas
Introductory Geology
Ethics
Biology and the Citizen
Introduction to Anthropology
Introduction to Chemistry
Introduction to Problems of
Philosophy
Human Physiology
Western Civilizations: Modern
American Civilization
Introductory Physics
Cultural Geography
Social and Political Philosophy
Introductory Sociology
American National Government and
Politics
Western Civilizations: Ancient
and Medieval
Understanding Theatre
Comparative Civiliza tions : Early

Econ 200
Phi 1 211

General Biology
Communication: Public and Interpersonal
Deductive Loqic
Comparative Civilizations: Ancient and Medieval
American State and Local Government and Politics
Comparative Civilizations:
Modern
General Biology
Peo ples and Cultures of the
World
Government and the Individual
Stars and -Galaxies
Discovering Nature
Enjoying Music
Exploring Art
Introduction to Heather and
Climate
Economics I
Inductive Logic
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Depart-

Co urse
No.

R.anking

Ave.
Score

36
37
38
39
40
41
42
43
44
45
45
47
48
49
50
51
52
53
54
55
56
57
58
59
50
61
52
53
64
55
56
67

3. 929
3. 926
3.926
3. 926
3. 926
3. 926
3.926
3.926
3.923
3.897
3.893
3.893
3.889
3.862
3.852
3.852
3.852
3.852
3.846
3.846
3.846
3. 821
3.821
3.821
3.815
3.815
3.815
3.786
3.786
3.786
3.786
3.786

68
69
70
71
73
74
75

3. 778
3. 778 .
3.769
3.769
3.750
3.750
3.750
3. 741

HU
55

Geo l 111
ThArt 103
L Ru 103
Music 201
RS 384
Psy 101
Phi 1 215
PolSc 210

76
77
78
79
80
81
82
83
84

3. 741
3. 741
3. 741
3.741
3. 731
3. 714
3. 704
3.704
3.704

HU
HU
HU
HU
HU
HU
HU
HU
PS

Engl 261
L Fr 101
Engl 118
Engl 260
L Ru 101
Music 102
Engl 119
Engl 117
Phyx 200

72

~

PS
LS

ss
PS
PS
HU
HU
PS
HU

ss

PS
LS
PS
LS

ss
PS
ss

HU
HU
lS
PS
HU
55
LS
PS
PS
PS
LS
PS
PS
PS
HU

PS
HU
HU
HU
LS

ss

Math 101
Bot 110
Geog 223
Phyx 100
Phyx 111
Engl 121
Engl 122
Geog 113
L Sp 103
Comm 105
Math 105
Biol 122
Chern 111
NFS 122
Geog 101
Geol 200
Po 1 Sc 105
L Sp 101
L Sp 102
Biol 105
Chern 105
Engl 251
Soc 240
NFS 122
Phyx 113
Phyx 112
Phyx 120
Physl 103
Chem 121
Chern 122
Chern 123
Engl 217

Course
Introduction to College Algebra
Elementary Botany
Economic Geography
The Solar System
General Physics
Great Books and Ideas
Great Books and Ideas
Physical Geography
Elementary Spani sh
Public Speaking
Co llege 1\lgebra
General Biology
General Chemistry
Nutrition for Man
Geography of Mankind
Earth History
Current Political Pro blems
Elemen tary Spanish
Elementary Spa nish
Discovering Nature
The Mystery of Matter
American Literatu re
Modern Social Problems
Nutrition for Man
General Physics
General Physics
Genera 1 Physics
Human Anatomy
Principles of Chemistry
Principles of Chemistry
Principles of Chemistry
World Literature From 1650 to the
Present
Physical Geology
Current Drama
Elementary Russian
Masterpieces of Music
General Ecology
Human Development, General
Aesthetics
Introduction to International
Politics
English Literature, Late
Elementary French
Introduction to Short Story
English Literature, Early
Elementary Russian
Fundamentals of Music
Int roducti on to the Novel
Introduction to Poetry
Astro nomy

161

Ra nking

Score

85
86
87
88
89
90
91
92
93
94
95
96

3.692
3.692
3.667
3.667
3.655
3.654
3.654
3.654
3.654
3.643
3. 643
3.630

97

Department

Course
~

ss
HU
PS
HU
LS
LS

L Ln 101
L Ru 102
Anthr 210
L Gr 101
Art 275
L Arb 102
Soc 160
L It 101
Phyx 118
Engl 216
Bact 111
Bact 112

3.630

HU

LAEP 103

98
99
100
101
102
103
104
105
106
107
108
109
110
111
112
113

3.630
3. 630
3.615
3. 615
3. 615
3.615
3. 615
3.615
3.607
3.593
3.593
3.593
3.593
3. 593.
3.593
3.593

HU
HU
HU
HU
HU
HU
HU
HU

L Sp 201
Engl 253
Music 202
Music 203
L Arb 101
L Po 101
L Jp 101
L Sp 202
HECE 355
Bio 1 200
Econ 201
Biol 308
Engl 126
Biol 384
Pol Sc 211
PolSc 220

114
115
116
117
118
119
120
121
122
123
124
125
126
127
128
129

3.593
3. 577
3. 577
3. 577
3.577
3. 577
3. 577
3. 577
3. 577
3. 571
3. 571
3.556
3.556
3.556
3.556
3.556

HU
HU

ss
HU
HU
HU

ss
LS
ss
LS
HU
LS

ss
ss
LS
HU
HU
HU
HU
HU
HU
HU
HU

ss
ss
PS
HU

ss
HU
HU

Zool 251
L Arb 103
L Ln 102
L Ln 103
L Ch 101
L Po 102
L Po 103
L It 102
L It 103
FHD 120
PolSc 315
Chern 142
L Fr 102
PolSc 230
L Fr 103
ThArt 105

Course
Elementary Latin
Elementary Russian
Anthropology of Race
Elementary German
Survey of l<es tern Art
Elementary Standard Arabic
Rural Sociology
Elementary Italian
Sound and Music
World Literature Before 1650
Elementary ~1icrobiology
Elementary Microbiology
Laboratory
Introduction to Landscape Architecture and Environmental
Planning
Intermediate Spanish
Modern American Literature
Masterpieces of Music
Masterpieces of Music
Elementary Standard Arab ic
Elementary Portuguese
Elementary Japanese
Intermediate Spanish
Family Finance
Discovering Insects
Economics I I
Evolution, Eco l ogy and Man
Mythology
Genera 1 Eco 1ogy
International Affairs
Introduction to Comparative
Politics
Evolution
Elementary Standard Arabic
Elementary Latin
Elementary Latin
Elementary Mandarin Chinese
Elementary Portuguese
Elementary Portuguese
Elementary Italian
Elementary Italian
Marriage and the American Family
American Judicial System
Elementary Biochemistry
Elementary French
Introduction to Political Theory
Elementary French
Introduction to Theatre Studies:
Golden Age
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Department

Course

Ran king

Score

130
131
132
133
134
135
136
137
138
139
140
141
142
143
144
145
146
147

3.556
3.556
3.556
3.556
3.556
3.556
3.552
3. 552
3.538
3.538
3.538
3.538
3. 538
3.538
3.538
3.536
3.536
3.536

ss

L Gr 102
L Gr 103
L Gr 201
Biol 205
Engl 124
Chern 141
Econ 100
Hass 320
L Ch 102
L Ch 103
L Ru 202
L Ru 201
Math 130
L Jp 102
L Jp 103
Math 106
cs 150
Hist 261

148

3. 519

HU

Engl 273

149
150

3.519
3. 519

Hist 438
Hist 442

151
152

3. 519
3. 519

153
154
155
156
157
158
159

3. 519
3.519
3.519
3.519
3.517
3. 517
3.500

ss
ss
ss
ss
ss
ss
HU
ss
ss
PS
ss

160
161
162
163
164

3.500
3.500
3.500
3.500
3.500

.165
166
167
168

3. 500
3.481
3.481
3.481

169
170

3. 481
3.481

HU
HU
HU
LS
HU
PS

ss

HU
HU
HU
HU
HU
PS
HU
HU
PS
PS

PS
PS

ss
PS
ss
ss

~

Anthr 230
Hist 444
Hist 446
Hist 457
L Fr 201
Hist 434
BA 135
Soils 200
PolSc 260
Phyx 222
Phyx 223
FHD 260
ME 216
Hist 263

HU
LS

FHD 150
ThArt 140
WLS 384
PolSc 261

HU

Engl 263
Hist 432

ss
ss

Course
Elementary German
Elementary German
Intermediate German
Plants and Civilization
Introduction to Fol klore
Elementary Orgahic Chemistry
Current Economic Problems
Technology and Human Values
Elementary Mandarin Chinese
Elementary Mandarin Chinese
Intermediate Russian
Intermediate Russian
Elements of Mathematics
Elementary Japanese
Elementary Japanese
Plane Trigonometry
Introduction to Computer Science
East Asian Civilization: Religious, Economic and Social
Institutions
East Asian Civilization: Arts
and Literature
The Civil War and Reconstruction
Deve 1opment of ~·1odern America
(1877- 1916)
Human Prehistory
The United States in War and
Depression (1914-1945)
Recent America (1945-Present)
Hi story of Utah
Intermediate French
The New Nation
Introduction to Business
Soils - A \~orld Resource
Introduction to Public Administratton
General Physics - Science
General Physics - Science
Guidance of Children
Energy
East Asian Civilization: Po litical Institutions and Values
Human Growth and Development
Oral Interpretation of Literature
Genera 1 Eco 1ogy
East Asian Civilization: Religious, Economic and Social
Institutions
Modern British Literature
Founding of the American
Colonies
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Ranking

Score

171
172

3.464
3.464

173
174
175
176
177
178

3.464
3.462
3.462
3. 462
3. 462
3.448

179
180
181
182
183

3.448
3.448
3.444
3.444
3.444

184
185

3.444
3.429

186

Department
HU

ss
ss

HU
HU
PS
PS
LS

Co urse
~

Phil 315
Comm 121
Psy 121
L Ln 203
L Po 201
Phyx 216
APS 301
Pl Sci 100

PS
HU

Art 276
BA 250
Phyx 221
Engl 425
PolSc 262

ss

LS

Ent 329
Hist 273

3.423

HU

Engl 356

187
188
189
l 90
191
l 92
193
194
195
196
197
198
199
200
201

3.423
3.414
3.414
3.407
3.407
3.407
3.407
3. 407
3.407
3.407
3.407
3.407
3.393
3. 393
3.393

ss

Hist 433
PlSci 250
Art 277
Hist 449
L Fr 202
Hist 450
Soc 320
Engr l 01
Hist 446
Geog 371
Hist 327
Hist 448
Phil 311
Phil 312
Phil 313

202
203
204
205
206
207
208
209
210
211
212
213
214

3.393
3.393
3.385
3.385
3.385
3.385
3.385
3.385
3.385
3.385
3.385
3.385
3.379

HU

ss
ss

LS
HU

ss
HU
ss
ss
PS
ss
ss
ss
ss
HU
HU
HU
HU
HU
HU
HU
HU
HU
HU
HI:!

ss

HU
HU
HU
HU

Phil 316
Phil 310
L Arb 202
L Ch 201
L Ch 202
L Po 202
L It 201
L Po 203
SfJ l 05
L Ln 202
L Ln 201
L Arb 201
Phil 350

Course
Twentieth Century Philosophy
Introduction to Mass Communications
Issues in Human Relations
Intermediate Latin
Intermediate Portuguese
Energy
Decision Making in Society
Introduction to Agricultura l
Plant Science
Survey of Western Art
Law and the Consumer
General Physics - Science
Bible as Literature
East Asian Civilization: Politi cal Institutions and Values
General Entomology
East Asian Civilization: Arts
and Literature
Readings in Individual American
Authors
The Maturing American Colonies
World Crops
Survey of \•Jes tern Art
History of Black America
Intermediate French
American Indian History
Population Problems
Introduction to Engi neer·i ng
Recent America (1945-Present)
Man's Impact on Environment
Twentieth Century Horl d
Chicano Hi story
History of Medeval Philosophy
History of Early Modern Philosophy
History of Nineteenth Century
Philosophy
History of American Philosophy
History of Anc i ent Phi l osophy
Intermediate Standard Arabic
Intermediate ~1andarin Chinese
Intermediate Mandarin Chinese
Intermediate Portuguese
Intermediate Italian
Intermediate Portuguese
Introduction to Social Welfare
Intermediate Latin
Intermediate Latin
Intermediate Standard Arabic
Philosophy of Religion

164
Course

Rankinq

Score

Department

215

3.379

HU

Art 273

216
217
218
219
220
221
222

3.370
3.370
3.370
3.370
3.357
3.357
3.357

HU
HU
HU

L Fr 300
L Ger 202
Phil 411
Comm 160
PolSc 314
HECE 375
Hist 545

223
224
225
226
227
.228
229
230
231
232
233
234
235

3.357
3.346
3.346
3.346
3.346
3.346
3.346
3.345
3.333
3.333
3.333
3. 321
3.321

HU
HU
HU
HU
HU
HU
HU

Phil 317
L Jp 201
L Jp 202
Engl 357
Engl 426
Engl 448
L It 202
AgEe 201
Hist 451
Chern 144
Hist 455
FHD 272
Econ 130

236

3. 321

237
238

3.321
3.310

239
240
241
242
243
244
245
246
247

3.308
3.308
3.308
3.308
3.308
3.296
3.296
3.296
3.286

248

3.286

249
250
251
252
253

3.386
3.286
3.276
3.269
3. 26g

ss
ss
ss
HU
ss
HU
ss

254

3. 269

HU

Engl 385

255

3.259

ss

PolSc 316

ss
ss
ss
ss

ss
ss
PS
ss
ss
ss
ss
ss
ss
HU
HU
HU
HU
HU
HU
HU
HU

~

FHD 376
Econ 515
Psy 140
Engl 428
Engl 444
Engl 429
Music 104
Engl 416
ThArt 430
Phil 380
L Gr 300
Geog 357
FHD 420
Soc 340
Phil 318
Psy 351
L Sp 461
Hist 336

Course
East Asian Civilization: Arts
and Literature
Introduction to French Literature
Intermediate German
Theories of Va lue
Interpersonal Communication
The Presidency
Consumer Education
Constitutional History of the
United States
Philosophy of India
Intermediate Japanese
Intermediate Japanese
Black Literature
Mythology
American Fiction
Intermediate Italian
Agricultural Economics
Immigrants to America
General Chemistry Laboratory
The Frontier in American History
Marriage
Economics and Environmental
Pol icy
Contemporary Family in the United
States
Comparati ve Economic Systems
Analysis of Behavior: Basic
Principles
Greek Literature
American Poetry
Roman Literature
Beginning Theory
Children's Literature
History of Theatre
Philo"sophy in Literature
Introduction to German Literature
Hi stori cal Geography of the
United States
The Family in the Middle and
Later Years
t•1i nori t y Groups
Philosophy of Far East
Social Psychology
Survey of Span ish Litera t ure
Russian Revolutions and Soviet
Regime
Readings i n Individual English
Authors
Federalism and Public Policy
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Department

Course
~

256
257
258

3.259
3.259
3.259

HU
55
55

ThArt 202
Soc 360
Pol Sc 321

259

3.259

55

PolSc 323

260
261

3.259
3.259

55
HU

PolSc 324
Phil 410

262
263

3.259
3.259

HU
55

L Gr 301
Hist 447

264
265
266
267
268
269
270
271

3.259
3.259
3.259
3.259
3.250
3.250
3.250
3.250

HU
55
55
55
55
55
55
55

Engl 350
Anthr 430
PolSc 313
Soc 350
Soc 341
AgEe 201
HECE 435
Hist 541

272

3. 250

55

PolSc 441

273
274
275

3.250
3.231
3. 231

ss

55

LS

HECE 438
Anthr 440
Biol 310

276

3. 231

PS

Math 201

277

3.231

HU

Engl 478

278

3. 231

55

Soc 351

279
280

3. 231
3.231

ss

HU

Phil 590
SW 240

281

3. 231

HU

Engl 479

282

3.231

HU

Engl 480

283
284

3. 231
3. 231

55
HU

L Sp 462

285
286

3.231
3.222

HU
PS

Engl 417
Chem 124

287

3.222

PS

{hem 125

288

3.222

55

Hist 338

Hist 473

Film and the Arts
Urban Sociology
Western European Government
and Politics
Middle Eastern Government
and Politics
African Government and Politics
Philosophy and Contemporary
Social Problems
Contemporary German
American Foreign Policy in the
Pacific
Major American Themes
North American Prehistory
American Legislative Politics
Social Psychology
Juvenile Delinquency
Agricultural Economics
The Family and Economic Change
Cultural History of the United
States
Causes of War and Conditions
for Peace
Changing Roles for Women
Language and Culture
Bioethics : Emerging Iss ues in
·Biomedicine
Mathematics for Elementary
Teachers
English Novel, Eighteenth
Century
Consumer Behavior - The Consumer Perspective
Scientific Methodology
Social Helfare Among Minority
Groups
English Novel, Nineteenth
Century
British Novel, Twentieth
Century
Contemporary Latin America
Survey of Spanish American
Literature
Literature for Adolescents
Chemical Principles and Qualitative Analysis Laboratory
Chemical Principles and Qualitative Analysis Laboratory
Foundations of Modern England,
1485-1815

166
Department

Course

Ranki ng

Score

289
290
291
292
293
294
295
296
297
298
399
300
301
302
303
304
305
306
307
308
309
310

3.222
3.222
3.222
3.222
3.222
3.222
3.222
3.222
3.222
3.22
3.222
3.222
3.222
3.222
3.222
3.214
3.2 14
3.214
3.214
3.214
3.214
3.207

311
312

3.192
3.192

HU

ss

PolSc 472
L Sp 320

313

3.192

HU

L Sp 364

314
315
316
317
318

3.192
3.192
3.1 92
3.192
3. 185

HU
HU

L Sp
L Gr
Hi st
L Gr
Engl

319

3.185

320

ss
HU
HU

ss
ss
ss
ss
HU
ss
ss

LS
HU

ss

HU
HU

ss
ss
ss
PS
HU

ss

HU

ss

HU
HU

___!iQ_,__

Hist 304
L Fr 461
L Fr 462
Soc 438
Hist 306
Hist 311
Hist 321
Art 582
Anthr 410
PolSc 312
Bact 301
Phil 522
PolSc 331
L Fr 306
L Fr 307
Hist 325
Geog 340
Geog 343
APS 321
HECE 105
Geog 308
Art 365

420
311
472
461
540

3.185

ss
ss

Hist 339

321
322
323

3.185
3.185
3.185

HU
HU
HU

Phil 370
Phil 415
Engl 596

324
325
326

3.185
3. 185
3.185

HU
HU

ss

Anthr 450
ThArt 201
Engl 330

327
328
329

3.185
3.185
3.1 85

ss
ss

HU

ThA rt 432
Hist 474
PolSc 471

PolSc 327

Course
Greek Hi story
Survey of French Literature I
Survey of French Literature I I
Changing Roles for Women
Roman Hi story
Medieval Europe (500-l50D A.D.)
Renaissance and Reformation
Nineteenth Century Art
Introduction to Physical Anthropology
American Political Opinion
Genera l Microbiology
Symbolic Logic
American Political Thought
French Conversation
French Conversation
Nineteenth Century Europe
Geography of World Affa irs
Pol itical Geography
Basic Statistics
Design in Everyday Living
Geography of Utah
History of Painting in the United
States
American Constitutional Law
Introduction to Hispanic Literature
Survey of Spanish American
Literature
Hispanic Cu lture
Readings in German Cultu re
National Latin America
Su rvey of German Li terature
Twentieth Century America n
Literature
Latin American Government and
Politics
Empire and Industrialization
in Britain Since 1815
Existentialism
Phisosophy of Law and Po litics
American West: Its Literature
and History
American Ind i an Ethnology
Understanding Movies
Women's Studies: !>/omen in
Literature
History of Modern Theatre
History of ~1exico
America n Constitutional Law
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~

Score

Department

330
331

3. 185
3.179

LS

332

3.179

333

3.172

334
335

3.154
3.154

336
337

3. 154
3.154

338
339
340
341
342
343
344
345
346

3.154
3.154
3.154
3.154
3.154
3.154
3.154
3.154
3.148

347
348
349
350

3.148
3.148
3.148
3.148

ss
ss
ss
ss
ss

351

3. 148

HU

Engl 539

352
353
354

3.148
3.148
3.148

HU
HU
HU

Engl 541
Phil 530
Engl 538

355
356
357

3.143
3.143
3.143

ss
ss

Econ 510
AgEe 220
Engl 587

358
359

3.143
3.143

HU

Engl 588
Psy 440

360
361
362
363
364
365
366
367

3.115
3.115
3.115
3.115
3.115
3.115
3.115
3.115

HU
HU
HU
HU
HU
HU
HU

Hist 367
Engl 438
r~us ic 302
Engl 417
Engl 436
L Ln 540
L Gr 489
L Sp 306

368

3.115

ss

Hist 362

ss
ss
ss
ss
HU

Course
~

Zool 350
FHD 300
SpEd 300
Psy 300
Hi st 361
Engl 434

ss

Hist 334
Math 202

ss

Hist 351
L Gr 420
ThArt 436
ThArt 438
Hist 352
Hist 335
L Sp 304
L Sp 305
Geog 351

PS

HU
HU
HU

ss
ss
HU
HU

HU

ss
ss

Hist 471
Hist 481
S\v 365
Hist 324

Course
Vertebrate Biology
Child Abuse and Neglect : A
~1 ultidiscipl inary Approach
Child Abuse and Neglect: A
Mult idisciplinary Approach
Child Abuse and Neglect: A
r~ul tidiscipl inary Approach
Traditional East Asia
History of American Drama and
Theatre
Kievan and Moscowite Russia
Mathematics for Elementary
Teachers
Traditional Africa
Germanic Cultures
English Drama to 1660
English Drama 1660-1890
Colonial and Modern Africa
Imperial Russia
Grammar
Grammar
Geography of Population and
Settlement
Colonial Latin America
History of Canada
~1enta 1 Health
Revolutionary and Imperial
France (1989-1815
Late Nineteenth Century American
Literature
Western American Literature
Theories of Knowledge
Romantic Period, American
Literature
History of Economic Throught
Food and Agricultural Policy
Shakespeare: Comedies and
Histories
Shakespeare: Tragedies
Analysis of Behavior: Learning,
Motivation and Emotion
History of China
English Drama 1660-1890
Music History and Literature
Literature fo r Adolescents
English Drama to 1660
Introduction to Linguistics
Problems in German Literature
Advanced Conversation and
Composition
Modernization of East Asia
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Depart~

369
370
371

3. 115
3.111
3.111

372
373

3. 111
3.111

374
375
376

Course
No .

ss

Hist 367
Engl 549
Music 300

PS

Phyx 318
SH 300

HU
HU

3.111
3.111
3.111

ss
ss
ss
ss

Hist 322
Anthr 351
Hist 337

377

3. 111

HU

ThArt 434

378
379
380
381
382
383
384
385
386
387
388
389
390
391
392
393
394
395

3.111
3. 111
3.111
3.111

HU

3.111
3.107
3.107
3. 107
3.103
3.077
3.077
3.077
3. 077
3.077
3.077
3.077
3.074

Phil 501
Hist 341
Geog 361
Pol Sc 440
Pol Sc 443
Phil 560
Hist 523
Engl 523
Geog 330
AgEe 202
Hist 353
Hist 369
Engl 430
SW 335
Music 301
Eng 1 589
L Sp 423
PolSc 426

396
397
398
399
400
401
402
403
404
405
406
407
408
409
410
411
412
413

3.074
3.074
3.074
3. 074
3.074
3.074
3.074
3. 074
3. 071
3.071
3. 071
3.071
3.071
3.069
3.038
3.038
3.038
3.038

3. 1ll

ss
ss
ss
ss

HU
HU
HU

ss
ss
ss
ss
HU
ss
HU
HU
HU

ss
LS
HU
HU
HU

ss
HU
HU
HU
HU

ss
ss
ss
ss
HU

HU
HU
HU
HU

Zool 365
ThArt 522
Phil 531
Phil 535
Geog 307
L Fr 510
L Fr 511
L Fr 512
Art 576
FHD 381
Engl 524
Psy 514
Hist 502
Psy 372
L Gr .517
Eng 1 432
L Gr 511
Music 303

History of China
Modern American Drama
History of Jazz and Population
Music
Intelligent Life in the Universe
Child Abuse and Neglect: An
Interdisciplinary Approach
Old Re9ime and Enlightenment
Trad it 1 on a l Africa
Ancient and ~·1edieval England
to 1485
History of American Drama and
Theatre
Metaphysics
Germany Since 1789
Geography of Urban Planning
American Foreign Policy
National Security Policy
Philosophy of Art
American Folklore
American Folklore
Geography of Developin~ Lands
Agricultural Economics I I
History of Southern Africa
Civilization of India
History of Theatre
Child Welfare
Music History and Literature
l~il ton
Latin American Novel
Southeast Asia Government and
Po l it i cs
Field Zoology
Poetry Appreciation
Co ncept of Mind
Philosophy of Education
Geography of Anglo-America
French Drama
French Novel
French Poetry
Early Christia n and Byzantine Art
Ado lescence
Regio nal Folklore
Human Development: Adolesce nc e
Ideas in Modern Europea n History
Behavior Modification
The German Drama
History of the Modern Theatre
German Novella
Music History and Literature
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Ranking

Score

Depart ment

414
415
416

3.038
3.037
3.037

HU
HU
HU

L Gr 513
Phil 585
Engl 533

417
418
419

3.037
3.037
3.037

ss

HU

HU

ThArt 251
PolSc 416
Engl 565

420
421

3.037
3.037

PS
PS

Phyx 380
Math 220

422

3.037

ss

PolSc 447

423
424
425

3.037
3.037
3.037

ss

HU
HU

Eng l 534
L Fr 320
Engl 556

426

3. 037

HU

Art 581

427
428
429
430

3.037
3.037
3.037
3. 037

LS

ss
ss
HU

Zool 361
Po l Sc 530
Pol Sc 534
Engl 531

431
432

3. 037
3.037

HU
HU

Engl 586
Engl 532

433
434
435
436
437
438
439
440

3.036
3.036
3.036
3. 036
3.036
3.034
3.034
3. 000

ss

ss
PS
ss
LS
ss

FHD 378
Ar t 578
Art 579
FHD 379
APS 322
Psy 342
AnSci 101
Po l Sc 528

441
442
443
444
445
446
447

3. 000
3.000
3. 000
3.000
3.000
3.000
3.000

HU
HU
HU
HU
HU
HU
HU

Art 577
L Fr 304
L Fr 305
L Fr 421
Art 580
ThArt 534
Engl 567

448
449
450
451

3.000
3.000
3.000
3.000

HU
LS
HU

Engl 584
\.JLS 390 .
Art 342
Comm 225

452

3.000

HU
HU

ss
ss

Course
___l!Q_,__

Comm 313

Course
The German Novel
Philosophy of Language
Comparative Literature, 19th
and 20th Century
Historic Costume for the Stage
Metro-Urban Politics
Romantic Period English
Literature
Great Lectures i n Physics
Analytic Geometry and Calculus
of a Single Variable
American Foreign Policy and the
Pacific
Modern Continental Drama
France Today
Critica l Study of Individual
American Authors
Baroque and Rococo Art in the
North
Field Ornithology
Politics and Social Change
History of Political Thought I
Comparative Literature, t~edieval
and Renaissance
Chaucer
Comparative Literature, 17th
and 18th Century
Understanding Infants
Renaissa nce Art i n Italy
Re naissance Art in the North
The You ng Chi l d
Bas i c Statistics
Thinking and Verbal Learning
Fundamentals of Animal Husba ndry
Latin American Government and
Politics
Medieval Art
Advanced French Grammar
Adva nced French Composition
The Her i taqe of France
Baroque and Rococo Art in Italy
Modern Co ntinental Drama
Twenti eth Century Br itish
Li terat ure
Modern British Dr ama
Game Birds and Mamma l s
His tory of Photography
Introduction to Communication
Theo ry
Argumentation
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Department

Course
___IjQ_,_

453
454
455
456
457

3.000
3.000
3.000
3.000
3.000

ss
ss

AgEe 202
FHD 380
L Sp 480
Art 574
cs 235

458
459
460
461
462
463
464

3.000
3.000
3.000
3.000
3.000
3.000
3.000

HU
HU
HU
HU

L Sp 530
Engl 522
Engl 561
Engl 562
PolSc 445
Art 575
PolSc 522

465
466
467
468
469
470

3.000
2.966
2.966
2.964
2.964
2.964

471
472
473
474
475

2.963
2.963
2.963
2.963
2.963

ss
ss
ss
ss
HU

Geog 328
PolSc 535
PolSc 536
Hist 501
L Gr 304

476
477

2.963
2.953

HU
HU

Engl 566
Enql 563

478

2.963

HU

Engl 564

479
480
481
482
483
484
485
486
487
488
489

2.962
2.962
2. 962
2.962
2.962
2.962
2.962
2.962
2.962
2.926
2.926

HU
LS
HU
PS
PS
HU

L Gr 519

490

HU
HU
PS

ss
HU
ss
ss
LS
ss
HU
ss
HU

PolSc 525
V Sci 220
BA 311
Art 571
Comm 325
Art 573

Bot 420

L Sp 564

PS

Math 245
Math 246
L Sp 566
Hist 489
L Gr 543
L Sp 301
Geog 325
cs 236

2. 926

HU

Engl 584

491
492
493
494

2.926
2.926
2.926
2. 923

HU

ss
ss

PS

Engl 521
Geog 314
PolSc 541
Math 222

495

2. 923

HU

Music 306

ss

HU
HU

ss

Course
Agricu ltural Economics II
The Child From Six to Twelve
Hispanic Literature in Translation
Greek Art
Computer Problem Solving Methodo logy
Cervantes
Ballads and Folksongs
Medieval English Literature
The English Re naissance
Latin American Foreign Affairs
Roman Art
Soviet and Eastern European
Government and Politics
Chinese Government and Politics
Anatomy and Physiology of Animals
Management Concepts
Art of Asia
Organization Communications
Art of Egypt and the Ancient
Near East
Geography of Latin America
History of Po l itical Thought II
History of Political Thought III
Ideas in Early European .History
Advanced Grammar, Converstation
and Composition
Victoria n Period
Seventeenth Century English
Literature
Eighteenth Century English
Literature
German Lyrics and Ballads
Taxonomy of Vascular Plants
Modern Hispanic Poetry
Calculus I
Calculus II
Modern Hispanic Novel
Specia l Studies
Goethe: Works and Biography
Contemporary Hispanic Themes
Geography of Europe
Comp uter Problem Solving Programming
Critical Studies of Individual
English Authors
History of Literary Criticism
Geography of Asia
International Law
Analytic Geometry and Calculus of
a Single Variable
Form and Analysis
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Depart-

Course
No.

Ranking

Score

496
497

2.923
2.923

PS
HU

Math 248
L Gr 305

498

2.923

PS

Math 221

499
500
501
502
503

2.923
2.897
2.897
2.893
2.893

PS

PS
LS

Math 305
Psy 421
Soils 358
WLS 360
Econ 430

504
505

2.893
2.889

LS

Ent 191
Pol Sc 542

506
507
508
509

2.889
2.889
2. 889
2.889

HU
HU
HU

Geog
LAEP
LAEP
Engl

510 .

2.885

HU

L Sp 518

511
512
513
514

2. 885
2.862
2.852
2.852

ss
ss

HU

L Fr 581
Psy 321
Geog 365
Phyx 333

515
516
517
518
519

2. 846
2.846
2.846
2.846
2.828

PS
PS
HU
PS

520
521
522
523
524

2.821
2.821
2.815
2.808
2.808

525

~

ss
ss
ss
ss

PS

ss
ss

302
370
530
515

r~ath 346
Math 307
L Gr 540
Math 229
BA 299

PS
PS
PS
PS

SpEd 241
EE 500
Geol 400
Math 311
Math 301

2. 778

PS

Chem 301

526
527
528

2. 778
2.769
2. 741

PS
PS

ss

~lath

529

2.741

HU

L Gr 302

530
531
532
533
534

2. 731
2.720
2. 714
2.704
2. 704

PS
PS
LS
PS
PS

APS 433
Math 303
~1ath 369
APS 431
Chem 332

Chem 331
312
PolSc 561

Course
Applied Linear Algebra
Advanced Grammar, Conversation
and Composition
Analytic Geometry and Calculus
of a Single Variable
Mathematics for Teachers
Peronality Theory
Genera 1 Soils
Limnology
Economics and Environmental
Policy
Biology of the Honey Bees
International Political Organizations
Geography of Africa
City and Regional Planning
Park and Recreational Planning
Old English Language and Literature
The Literature of the Sigle de
Oro
Seminar in French Li terature
Abnormal Psychology
Regional Science
Introduction to the Theory of
Special Relativity
Mathematics for Teachers
Mathematics for Teachers
Lessing: Works and Biography
Calculus Computer Laboratory
Law of Contractual and Organizational Relations
Pluralism in Education
Introduction to Agronomy
Mineralogy
Modern Geometry
Mat hematical Concepts for Elementary School Teachers
Elementary Physical Chemistry
for Biologists
Organic Chemistry
Modern Geometry
Organiza tion and Management of
Public Administrative Age ncies
Techniques in Trans lative German
Texts
Statistical Methods
Geometry for Elementary Teach,: rs
Analysis of Mathematical Models
Statistical Methods
Organic Chemistry
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Course

Ranking

Score

Department

535

2.704

PS

Chem 333

536
537
538
539

2. 704
2.704
2. 679
2.667

PS
PS
HU
PS

Chem 306
APS 432
HECE 305 ·
APS 474

540
541
542

2.667
2. 654
2.654

ss
ss

Geog 385
PolSc 490
Art 589

543
544
545
546
547
548
549
550
551
552
553
554
555

2.630
2.630
2.630
2.593
2.593
2.593
2.556
2.556
2.556
2.556
2.556
2.538
2.519

PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS

Chem 307
Chem 308
APS 571
Math 321
Chem 360
Phyx 341
Phyx 342
Chem 335
AS 101
Chem 336
Chem 334
Math 322
cs 355

556

2.519

PS

cs 356

557
558
559
560
561
562
563
564
565

2.519
2. 519
2.519
2.519
2.519
2.519
2.500
2.500
2.500

PS
PS
PS
PS
PS
PS
PS
PS
PS

cs 525

566
567
568
569
570
571
572
573
574
575

2.500
2.481
2.481
2.464
2.462
2.462
2.462
2. 448
2.444
2.444

PS
PS
PS
HU
PS
PS
PS

576

2. 444

HU

ss

_l:!2..:_

Chem
Chem
Geol
Chem
Chem
Math
t1ath
Math

309
310
430
311

361
323
345
371

PS
PS

Math 384
Geol 522
APS 572
HECE 335
Math 423
Math 421
Math 422
AgEe 220
Chem 370
Chem 371

PS

cs 357

ss

Course
Organic Chemistry and Biological
Systems
Physical Chemistry
Statistical Methods
Res idential Interiors
Introduction to Statistical
Theory
Cartography
Senior Seminar
Art History Seminar and Special
Problems
Physical Chemistry
Physical Chemistry
Theory of Probability
Introductory Linear Analysis
Quantitative Ana lysis ·
AAa lytical Mechanics
Analytical Mechanics
Organic Chemistry Laboratory
Development of Air Power
Organic Chemistry Laboratory
Organ,i c Chemistry Laboratory
Elementary Differential Equations
Introduction to Computer Architecture
Introduction to Computer Ar'chitecture
Computer Modeling and Simulation
Experimental Physical Chemistry
Experimental Physical Chemistry
Invertebrate Paleontology
Experimental Physical Chemistry
Quantitative Analysis Labo ratory
Multivariable Calculus
Vector Analysis
Introduction to Probability
Theory
Number Theory
Stratigraphy
Mathematical Statistics
History of Costume and Textiles
Advanced Calculus
Advanced Calculus
Advanced Calculus
Agricultural Industry Analysis
Intermediate Biochemistry
Intermediate Biochemistry
Laboratory
Introduction to Computer Architecture
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Depart-

Course

~

--.l:!9...:_

Ranking

Score

577
578
579
580
581
582
583
584
585
586

2.444
2.444
2.444
2.444
2. 444
2.423
2.423
2.423
2. 407
2.407

PS
PS
PS
PS
PS
PS
PS
PS
PS
PS

587
588
589
590
591
592
593
594
595
596
597
598
599
600
601
602
603
604
605
606
607
608
609
610
611
612
613
614
615
616
617
618
619
620
621
622
623
624

2. 385
2.385
2. 385
2.370
2.333
2.333
2.333
2. 308
2.308
2. 308
2. 308
2.308
2. 308
2.308
2.308
2.308
2.296
2. 296
2.296
2.296
2.296
2. 296
2. 296
2. 296
2.296
2.296
2. 296
2.296
2. 296
2.296
2.296
2.296
2.296
2. 296
2.269
2.269
2.269
2. 269

PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS

ss
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS
PS

cs 455
cs 456
cs 457

Geol 560
Phyx 500
Math 361
Math 369
Math 341
APS 573
Geol 548
Math 532
Math 533
Math 531
Phyx 401
Phyx 403
Phyx 450
Phyx 402
r~a th 537
Math 571
Math 572
Math 573
Math 551
Math 552
Math 553
Math 446
Math 536
Math 411
Math 412
Math 413
Math 571
Math 572
Math 573
Chern 552
Phyx 451
AS 201
Phyx 452
Phyx 453
Phyx 461
Phyx 462
Phyx 463
Phyx 471
Phyx 472
Phyx 473
Phyx 533
Mat h 528
Math 529
Math 561
Math 562

Course
Computer Software Methodology
Computer Software Methodology
Computer Software Methodology
Surficial Geology
Introduction to Aeronomy
Ana lysis of Mathematical Models
Analysis of Mathematical Models
Engineering Analysis
Mathematica l Statistics
Ground-Iva ter and Engineering
Geology
r~odern A1gebra
Modern Algebra
Modern Algebra
Astrophysics
Astrophysics
Radiological Health and Safety
Astrophysics
Linear A-1gebra
Theory of Probability
Mathematical Statistics
Mathematical Statistics
Introduction to Topology
Introduction to Topology
Introduction to Topology
Ordinary Differentia l Equations
Linear Algebra
Wave Theory and Optics
Wave Theory and Optics
Wave Theory and Optics
Introductory Quantum Mechanics
Introductory Quantum Mec han ics
Introductory Quantum t~echani cs
Inorganic Chemistry
Thermal Physics
The U.S. Air Force Today
Thermal Physics
Therma 1 Physics
Electricity and Magnetism
Electricity and Magnetism
Electricity and Magnetism
Modern Physics
Modern Physics
Modern Physics
Relati-vity
Introduction to Complex Vari ables
Introductio n to Complex Variables
Numerical Methods
Introduction to Numerica l
Analysis

174
Rank ing

Score

Department

625

2.269

PS

Math 563

626
627
628
629
630
631
632
633
634
635
636
637
638
639
640

2.269
2.269
2.269
2.259
2.259
2.259
2.259
2.259
2.231
2.222
2.222
2.222
2.222
2. 148
2.148

PS
PS
PS

Math 511
Math 512
t·1ath 527
AS 103
Phyx 534
Phyx 535
Phyx 536
AS 102
Math 443
Phyx 427
Chern 564
Chern 565
Math 442
AS 203
AS 202

ss
PS
PS
PS

ss
PS
PS
PS
PS
PS

ss
ss

Course
~

Course
Introduction to Numerical
Analysis
Topics in Geometry
Topics in Geometry
Introduction to Complex Variables
Development of Air Power
Methods of Theoreti cal Physics
Methods of Theoretical Physics
Methods of Theoretical Physics
Development of Air Power
Advanced Engineering Mathematics
Nuclear Detection Methods
Instrumental Analysis
Instrumental Analysis Laboratory
Advanced Engineering Mathematics
The U.S. Air Force Today
The U. S. Air Force Today

